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INTRODUCTION 
The purpose of this study is to disco,er the relationship 
between a child's school achievement and h. s classroom adjustment. 
Six classroom subjects were used to compar1 adjustment and 
achievement- reading, arithmetic, language arts, music and 
physical education. Other factons includec in the study aside 
from the six subjects are Intelligence Quo ient, Mental Age, 
Chronological Age, Sex and Grade. 
The achievement score was based on suljective teacher group 
placement within the classroom. The adjus ment scores were based 
on an objective checklist which the classrcom teacher scored on a 
point basis. 
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CHAPTER ONE 
SUMMARY OF PREVIOUS R~SEARCH 
I. INTRODUCTIPN 
A high standard of living exerts its ·nfluence on many fields of 
human endeavor. One, with which this stud~ is concerned, is a way in 
which education may prepare its youth for their future. A measure of 
the schools' success in dealing with their respective problems may come 
from a comparison of pupil achievement and pupil adjustment. 
1/ 
According to Patty, et al., - while Levels of achievement can be 
based on specified standards and measured objectively, pupil adjustment 
is a more elusive condition. The term "adpustment" appears in diverse 
uses. A very general meaning is the process of living itself, the 
dynamic·equilibrium of the total organism pr personality. 
A second state of the term refers to the state of being adjusted. 
So it is with the human being. If his adj~stment is poor, if he is 
maladjusted, he is immature, having not yet achieved the adjustment 
appropriate to his age. This more limited definition of adjustment is 
the one most used today. 
A third use relates to the relative ~dequacy of efficiency of 
.. 1/ Patty, William L., Louise Johnson, Pet sonality and Ad iustment, 
McGraw-Hill Book Co., Inc., New York, 195~, pp. 2G3-204. 
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individual adjustment techniques. Conflic -laden behavior illustrates 
inefficient adjustment simply. because the ndividual has continued to be 
unable to learn his way into solving the p oblems he faces. 
Tryon, et al., 1/ suggests that problams of adjustment may be 
tho~ght of as the resultants of two sets oF forces. There are those 
forces which emerge from the individual hinself- his purposes, desires, 
and needs: and there ar.e forces which deri.re from the social world in 
which he lives. There is probably no mome1t in anyones's life when these 
two sets of forces are not interacting. A:ijustment then, cannot ever 
be a matter of simple direct gratification,of impulses and needs. It 
becomes a matter of integrating onets own 1eeds and purposes with the 
purposes and needs of the social world in ~hich we live. 
Adjustment is not "static", but is ra'-her a process in which, 
through interacting with his environment, he individual deals with his 
adjustments needs continual:Ly. If an indi iTidual fails to fulfill his 
basic purposes and fails to meet the expec ancies of the groups then 
his overt behavior and his provate world must be marked by tension, 
anxiety, or guilt and usually by maladapti e practices that only bring 
further defeat. 
While it is accepted as axiomatic tha~ no two persons are alike, 
there are common patterns of adjustment ani each individual has his own 
unique version of these common patterns. ~uch uniqueness is based 
~artly in our genetic inheritance, partly n the long array of successes 
1/ Tryon, Caroline and Wiiliam E. Henry, ":low Children Learn Personal 
and Social adjustments, "National Society "or the Study of Education, 
Forty-ninth Yearbook, Part !-Chapter VI, p>. 156-182. 
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and failures in making adjustments in the past. Often a child is 
presented with such an array of conflicting purposes that the attempts 
to adjust and maintain balance is a constant struggle. 
A vast amount of the individual's learning to adjust takes pace 
within the context of interpersonal relationships. T,he importance of 
this fact lies less in the skills that he either does or does not have, 
than it does in the things which he learns about himself and other 
people while he is learning the techniques and skills. 
Adjustment and the elaboration of personality is by n~· means fixed 
with an individual's early experience in the home. There is a vast 
range of values, attitudes, and experiences and kinds of people paten-
tially available to the individual. It is conceivable that a child or 
adolescent might, from any of a number of possible experiences, learn 
modes of adjustment •. completely contradictory to those learned during his 
earliest years. 
While every individual has unique problems to face and solve, the 
great majority of his adjustments are to tasks that are common to all 
members of his social group. These can be called "developmental taSks." 
One of the conditions that makes developmental tasks difficult of 
mastery is that children vary so widely in the chronological age at 
which the various physiological events take place. 
Mbst teachers and administrators would subscribe to the statement 
that good personal-social adjustment is as much a goal of the school as 
is the acquiring of skills and knowledges for the children. But, if we 
examine the implications of such a statement, particularly in relation 
I 
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to factors and conditions that make for good adjustment, we realize how 
enormous the gap is between objectives and practice. 
Although many basic patterns of adjustment are learned early at 
home in the context of the family group, teachers of elementary grades 
are key people in the mental health program in out schools. 
• 
II ROLE OF THE TEACHER AND THE SCHOOL 
Carron!/ reports that a human being inherits a physical organism 
including a nervous system which makes it. possible for him to learn. He 
does not inherit information, or mental associations, or behavior pat- . 
terns, except for simple reflexes. He inherits potentialities for 
adaptation but the specific ways in which he adapts himself to his 
environment are dependent upon his experiences. 
In the adjustment sequence every adjustment made constitutes a mod-
ification of the patterns of learned behavior. The sequence in the ad-
justment res~onse, tension reduction, and effects. When an individual 
cannot achieve his satisfaction by direct methods, he turns to indirect 
methods •. These are called adjustment mechanisms. 
Young £/ contends that it is all too often believed that the child 
1/ Carroll, Herbert A., "Motivation and Leat?:).ing--Their Signifigance 
in a Mental-Health Program for Education," National Society for the Study 
of Education, Fifty-fourth Yearbook, Part II, Chapter III, pp. 71-81. 
~/ Young, Kimball, Personality and Problems of Adjustment, F.S. Crofts 
& Co., New York, 1947, pp. 430-431. 
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of ordinary health brings to the school a relatively untutored mind and 
a rudimentary-set of skills and that upon these foundations the teachers 
must set to work to induct him into the world of formal learning. But 
the child is a dynamic personality loaded with all sorts of attitudes, 
habits, and ideas touching every aspect of his life: health, social-
emotional adjustments, and intellectual matters. Obviously, differences 
in intellectual training; but, as we know, the learning process itself 
is not entirely a matter of intelligence as narrowly defined, but in-
volves emotional and social qualities of all sorts. Thus, if the child 
is a pampered one suffering from over-protection at the hands of his 
parents, he.may present a quite different problem in training than will 
a child who has already acquired-a good deal of responsibility and inde-
pendence of action, who has learned many important habits of self-reli-
ance, who can handle his clothes, his personal needs, and the like in an 
intelligent fashion. Or a young child already loaded down then with the 
projections of his parent's wishes upon him may find many features of the 
learning process too difficult. Or the shy, retiring, and introspective 
. 
youngster may present to the teacher and to his fellow-pupils still 
another constellation of habits and attitudes toward which they will 
react. In other words, the child comes not merely as a potential 
learner of knowledge, skill, and moral and other socialized habits and 
attitudes, but as a personality already widely conditioned to a large 
number of aspects of life. 
The teacher's contacts with the student accounts for a major part 
of the influence that the school has on the developing personality of 
I 
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the student. These contacts will be colored by the teacher's own habits, II 
attitudes, ideas and personality adjustment or maladjustment. I 
Wickman l/ states that: 
"The affective relationships between teachers and pupils are 
powerful factors of satisfaction or frustration of personality 
needs. Teachers are part of the active environment of the child; 
Childten;.desire affection from them, status with them, and 
recognition by them ••• " 
It is only recently that some attempts have been made to evaluate 
such relationships to determine the effect teachers have upon the 
personalities of their students. One such study 2:./ which was concerned 
with the appraisal of dominative and integrative teacher-contacts with 
students, found that: 
" ••• the \dominating teacher was found less effective. 
In her classroom there were more instances of non-conforming 
behavior, fewer social contributions and one-third less problem 
solving---the dominating teacher worked in conflict with her 
groups three times as frequently as she worked with them. 
When there was teacher-integration with children, the children 
were more spontaneous, showed more initiative, did more problem 
solving and contributed more socially. The children did not dom-
inate each other so frequently and fewer of them exhibited nervous I i ,, 
· II 
for/ years been deplor- 11 
habits." 
Fenton 11 states that mental hygienists have 
ingthe fact that so many teachers are emotionally 
. . 1! 
unstable, neurot~c, I! 
and in some instances, psychotic. Out of the total number of teachers, 
this number is comparatively small, but there is no way of estimating 
];./ Wickman, E.R., "Teachers and Behavior Problems,'' Readings in Child 
Psychology, Wayne Dennis, Ed., Prentice-Hall, Inc., New York, 1951. 
2,_/ Wickman, op. cit., p. 587. 
11 Fenton, Norman, Mental Hygiene and School Practice, Stanford Univer-
sity Press, Stanford University, California, 1943, p. 108. 
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the damage that these few teachers have done to the pupils who have had 
the misfortune to come in contact with them. Some failure, retardation, 
truancy, and emotional imbalance have no doubt resulted·from these con-
tacts. The teacher who has lost control of her own emotions cannot be 
expected to aid a child in gaining control of his emotions. 
II 
II 
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The classroom teacher, more than any other person, is in a position I' 
to detect lack of adjustment in the school child. When the teacher is 
ignorant of the meaning of these symptoms of behavior, it remains for 
some other agency to discover the maladjustment. By that time the child 
may be clinical or juvenile court case. Therefore, it is imperative 
that this discovery be made as early as possible. The earlier the mal-
adjustment is discovered, the greater are the chances that treatment 
will be effective. 
Recent studies !/ seem to show that it is entirely possible to 
detect deviations very early, if the adults who are associated with 
these boys and girls are alert to the symptoms and their meaning. 
Weston ~/ notes that it is a well-known fact that some classroom 
teachers recognize distress signals more quickly and clearly than others, 
I 
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but that 1l 
" ••• in that millennium when all of us are interested and II 
trained to understand emotional problems, when we shall all do a · 
better job at this early recognition and acceptance of them. 11 1. 
1/ Prince, Helen Augusta, Beginnings of Maladjustment and Delinquency, A Study of the Methods of Detection Used in Thirteen Large Cities. 
Boston University Thesis, 1947, P• 1. 
21 Weston~ Helen E., "The School's role in Preventing Delinquency,,. 
New York State Education, vol. 31, p. 177, December 1943. 
8 
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During the time period when character education courses were common 11 
in Teachers' Colleges, Peyser!/ wrote that .teachers and supervisors m~st 
comprehend the psychology of character formation. They should under-
stand the "factors that enter into the causation of normal personality" 
and those that lead to conflict and maladjustment. 
To know children in her class, .Amatora £:../ believes the teacher 
must study each as an individual. This would include observation of 
reactions. to self and others, child's motives and purposes, his intel-
lectual abilities, his imaginative capacity, his aptitudes and talents, 
and his patterns of behavior. When possible, the teacher should also 
examine the home to find further causes and factors which enter into 
the structure of personality. 
As Sister Amatora 11 states, 
"Regardless of how important the teacher considers the child's 
acquisition of academic learning, the development of his person-
ality takes precedence." 
The teacher, Rivlin !±/ maintains, should be concerned specifically 
with the positive aspects of assisting adjustment rather than with the 
correction of maladjustments. She must help the school meet "the obliga-
tion ••• to set up a constructive environment that from its conception 
]:./ Peyser, Nathan, "Public School and the Problems of Crime Prevention," 
Journal of Educational Sociology, vol. 6, p. 134 (November 1932.) 
2:.1 Amatora, Sister Mary, "Individual Differences in Child Personality 
Development," American Childhood, vol. 41, pp. 10-11 (December 1955 .) 
11 Ibid., p. 11 
~/ Rivlin, Harry N., Educating for Adjustment, D. Appleton and Company, 
New York, 1936, pp. 14-15. 
9 
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holds the integration of personality as one of its chief objectives." 
By influencing children's choice of mechanisms of adjustment, she 
is to foster a satisfactory adjustment to the environment. It is her 
difficult duty to create a classroom atmosphere where each pupil is 
encouraged to practice twin virtues of self-expression and self-
control. To her both curriculum and the classroom activities are 
subordinate to children's personality, and she is willing to modify the 
content and the method of education where the personalities of the child-
.'!ren indicate the necessity of such change. Here is a classroom that is 
free from undue tension,.bickering, and pettiness. The unfortunate 
pressure under which she works makes the attainment of such a goal dif-
ficult; that it is not impossible is proved by the professional careers 
of innumerable teachers. 
A further responsibilitY .. of the teacher grows out of the prestige 
of her position. Consciously as well as unintentionally, children 
imitate the one at the front of the room, not only in dress and speech 
but in personality characteristics as well. It is thenfore, the 
teacher's duty to furnish a model worthy of imitation so far as the mode 
of affecting adjustment is concerned. She must set an example of poise 
and self-confidence and display a manner of meeting opposition and 
frustration that deserves emulation. 
The frustrations of life are not met by the teacher who attempts 
to compensate for defeat elsewhere by being domineering in the classroom. 
It is unfortunate that social customs dep~ive the teacher of some of 
the means of self-expression available to others in the community, and 
10 
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doubly unfortunate when this condition creates tensions that seek relief 
by bullying, nagging, and giving vent to outbursts of temper, or by the 
other extreme~ of being so maternalistic that little opportunity is 
afforded the child to. solve his own problems and to face the consequences 
of his mistakes. 
Surely the teacher l/ has enough to do without venturing into 
psychiatry. Her contribution to the pupils' mental health is signifi-
cant provided that she uses. her energy and.her intelligence where they 
do most good. Little is gained from the amateur attempt to read into 
the child's mind complexes and perversions that probably do not exist. 
It is for the teacher to help the emotional stability. of her class by 
being well adjusted to life.and assisting the youngsters with the 
sympathetic understanding that encourages each to face the problems of 
the day confidently. 
In the same research Rivlin furthersays '!:.! it is not an insignifi-
cant factor that the teacher find. satisfaction in her work. The teacher 
who does not experience a thrill in influencing children 1 s development 
is missing one of the richest rewards of her profession, but she need 
not turn hypocrite and express a false enthusiasm. The room of even an 
uninspired teacher can be pleasant.. The use of positive incentives 
instead of punishments, the attitude of tolerant helpfulness instead of 
II impersonal criticism, the treatment of misconduct from the corrective 
I and not punitive standpoint, the setting of goals that students can 
1/ Rivlin, Op. cit., p. 18. 
"i.l Rivlin, Op. cit., p. 69. 
11 
,, 
attain though not without effort, the encouragement o:f; even immature 
attempts at creative work, and the evaluation of .her disciplinary methods 
and teaching. p.rocedures by reference. to their effect on pupils' person-
ality growth· all can aid in getting the child to appreciate that going 
to school is a pleasant duty. 
While it has already been pointed out that student-teacher rela-
tionship will affect student adjustment, other. studies l/ have brought 
out findings of relationship between the. school and t;he.stt;tdent. 
,ttThere .is a definite .and real relationship between school 
achievement and conduct so that conduct ordinarily considered 
commendable is positively correlated with achievement and undesir-
able conduct is negatively correlated with achievement ••• " :f./ 
Psychiatrists 11 find that many instances of maladjustment among 
pupils have their origin in the incidents of early childhood. Much of 
the school's failure to cope with the more difficult problem children 
arises from the fallacious assumption that the pupil's school career 
begins when he is formally enrolled in his first class. Early child-
hood experiences, which the school ordinarily ignores, help determine 
whether the youngster will be amenable to classroom controls, whether he 
will get along with other children, and whether he will be inter-
ested in the type of activities favored by th~ school. Many of the 
child's classroom difficulties are the surface manifestatiuns of a deep-
rooted problem which has its origin in his pre-school experiences. 
1 
1/ Symonds, Percival M., and CJ,.aude E. Jackson, "Measurement of the 
Personality Adjustment of High School Pupils, "Bureau of Publications, 
Teachers College, Columbia University, New Yo~k, 1935. 
:f./ Ibid. 
11 Rivlin, Op. cit., p. 64 
12 
\! 
H 
" 
13 
i\ 
II 
======~====================================================~F======-
1, 
h 
'I II The effects of school life cannot be minimized as it is one of the 
most important factors influencing the child's development. 
"The main function of education, purposes Oldenwald, l/ should 
be the development of all abilities contributing to a wholesome 
personality, for within a decade or two the grown child will assume 
his place as an important member of the community." 
Banning 1/ says that since the school, as well as the teacher, plays 
an important part in treating behavior problems before the developing 
personality of the child begins to deviate conspicuously from a normal 
path, it might be well to see how the school can shield the child from 
the perils of maladjustment. 
Washburne 11 contends that the school must adjust to the individual 
child .. allowing each child to progress at his own :.individual natural 
speed through the various subjects, helping to ·develop initiative, orig-
inality,, and an emotionally adjusted personality. 
Hostler ~/ would probably agree in that she feels that there are no 
established, specific rules of guidance that we can use with all chil-
dren that can be counted on to assure personality adjustment. One factor 
which is essential, however, is the establishment of fair and flexible 
standards of achievement. They require definite limits, for these 
1/ Oldenwala, Robert 1? .• , "Mental Health and the Schoolroom, 11 Education, 
vol. 75, pp. 18-23, (September 1954). 
gj Banning, Evelyn I., "The Lonely Road of Unreality," School and 
Society, vol. 72, pp. 132-133, (August 1950). 
11 Washburne, Carleton, Adjusting the School to the Child, World Book Co. 
Yonkers-on-Hudson, New York, 1932, pp. 56-59. 
!±/Hostler, Amy, "Some Get Along- Some Don't- Why?, "National Parent 
Teacher's Magazine, vol. 49, pp. 21-23, (October 1954). 
Jl 
provide a fram~work of security. f standards are too high to permit 
achievement or if they are inconsi tent, the child finds adjustment 
difficult. 
Different standards are essen ial because growth is never steady or 
regular. One youngster who is unustally mature mentally becomes easily 
upset. Another is steady, even teiJ pered, and able to cope with frustra-
tions but slow in learnmgg9 a thir< excels in physical skills, but had 
little interest in books and is· sl< w in speech development. Regardless 
of the methods employed, it is certain that adjustment is more than the 
passive process of submitting to exvironmental conditions; it implies 
the ability to modify the environmEnt to meet one's desires and needs. 
The process, therefore, involves tle control of forces outside the child. 
Hence, any school mental-hygiene p ogram that is limited to inspirational 
talks and to interviews with the ptpil and his parents is insufficient 
for correcting instances of seriou~ maladjustment. 
Mental hygiene in the classrocm differs in content and procedure 
though not in aim, from that appliEd by the psychiatrist. The school is 
concerned with emotional disorders and personality failing of normal 
pupils; only rarely is the definitE clinical picture encountered in the 
classroom. 
!/ 
Rivlin supports the idea tha the school must provide for all 
children an environment that reducEs unnecessary mental or emotional 
strain to a minimum and leads to t1 e "creation of the best possible con-
ditions for permitting each person to adjust himself adequately to his 
surrounding, to the limit of his pctentialities." 
1/ Riblin, Op. cit., p.3. 
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For the present purposes, You~g believes the plans and practices 
of the schools for improving the a~justment of thelpupils may be desig-
nated under three headings: (1) t~ose that depend upon attention to 
individual instances of poor adapt~tion within the more or less tradi-
tional educational framework; (2) hose that look to complete remaking of 
the draditional educational framewc rk, and (3) those that would combine 
attention to the personality of thl pupil with decided changes in the 
course of study in classroom procecures. 
2/ 
The school according to Rivli cannot remain neutral in its 
influence upon the child's mental c evelopment merely by ignoring the 
problem. It must be recognized tha the shhool is actually an ~portant 
source of maladjustment. Here the child first oomes into contact with 
definite tasks, the accomplishment of which is measured in objective 
terms. He is no longer a member o a small family which considers his 
needs and wishes to be of paramoun1 importance: he must readjust himself 
to being treated as one of a large group. Forced to compete with other 
children of greater and lesser abi 1 ity, he must learn to 'face both defeat 
and victory in a socially approved manner. 
'# 
The school will constantly xemind the pupil of his deficiencies. 
Is iu not equally important that the school discover and then stress the 
respects·in which the pupil is superior? This does not mean overlooking 
a child's weaknesses, but that the pupil's superiority in some trait 
1/ Young, Op. cit, p. 446. 
2/ Rivlin, Op. cit., pp. 9-10. J../ Ibid. 
i 
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should be used as the agency for developing the feeling of self~confi-
deuce, which stimulates the youngs1er to overcome his failings. 
Unkindness ia social interact·on is seldom demonstrated as forcibly 
as when those who suffer from diffjculties are unable to achieve any 
sort of recognition. The seriousne~s is especially great where children 
are involved. 
The typical classroom repeatecly confronts children with situations 
so difficult for them to face that ~any have been known to suffer 
seriouspsychological injury in atte~pting to do so. 
1/ 
Topp reports that if,· for instance, children are permitted, they 
will persecute those among them whc display such common symptoms of 
instability as excessive stuttering, irritability, crying,, fearfulness, 
blushing, trembling, or withdrawal from social activities. 'Likewise 
physical abnormalities such as str~~ismus, a deformity, or unattractive 
features may cause some.children to come in for more than their share of 
social mistreatment. If these experiences are sufficiently frequent, 
children who already are in precadpus positions in terms of personality 
functioning may develop chronic disabilities. 
Nor is it only the obviously unstable child we must be concerned 
about, for any normally adjusted child may develop seriously handic~pped 
personality patterns as a result of,experiences related to school 
activities. In the same way a reading difficulty or low achievement in 
any subject may, under certain conditions, cause the child so much 
anguish that his entire mode of adjustment and outlook are affected. 
Y Topp, Robert F., "Adjustment via the Classroom", Journal of Education, 
vol. 33, PP• 176-178, (September 1950). 
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Mistakes have been made not because teach~rs ··lack good intentions, 
but'for a variety of reasons including the immensity of the task they 
face in trying to educate too many children at the. same time. 
1/ 
Some suggestions which Topp- considers helpful in providing a 
healthful school environment which would be conducive to pupil adjust-
ment are: 
1. The physical environment of the school and of. the class-
room should be made as attractive as possible. Efforts should be 
put forth to· ltde-institutionalize11 the atmosphere of the school. 
2·. The personal appearance-of the teacher should be attract-
ive and pleasant. 
3. The teacher should obtain a·. thorough personal his tory of 
each child and become familiar with his abilities and weaknesses. 
4. Recalling that the child is a product of his ipheritance 
and environment, the teacher should put forth extra effort to 
understand those ~hildren who at first seem to possess few admira-
ble qualities. 
5. Treatment of the individual should be gauged according to 
the personality of the individual concerned. 
6. · Social reactions characteristic of ch;i.ldren of the age 
group being instructed should be provided. 
7. The confidence of each pupil should be secured, especially 
those with signs of maladjustment, so that they will come to him 
for advice and counsel. 
8. The early signs of maladjustment should be recognized 
before they develop into clinical cases. 
9. Provision should'be made for each child to experience some 
success. 
?:./ 
Regarding the above, Russell states that it is important to 
1/ Topp, Loc. cit. 
"if Russell, David, 11Reading Disabilities and Mental Health., n Understand-
ing the Child, vol. 16, pp. 24-32, (January 1946). 
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realize that success or mastery of school tasks contributes to the men-
tal health of children to the extent that it should be one of the chief 
goals of teachers to present such learning situations that all the varied 
members tast some wine of success. "Nothing succeeds like success." 
!I 
One way of determining school adjustment suggested by Hurlock is 
to find out the children's attitudes toward school. Many show indifferenc -
while others openly declare hatred. Unfavorable attitudes toward school 
are serious. The child who has convinced himself that he hates school 
certainly will not put any more than minimum effort into it. He 
loses the satisfaction that comes from successful achievement. Because 
a dislike for school has such serious effects on the child'sWhole life; 
parents and teachers should not shut their eyes to it or accept it as a 
part of growing up. 
2/ 
Resnick- finds that antitudes can often be revealed by use of an 
adjustment quextionaire on which the pupil is asked to indicate an ex-
pression of like or dislike for various aspects of school. However, the 
susceptibility of adjustment to objective definition or measurement is 
not as great at the present time as is desirable. 
No arbitrary point can be established above which an individual 
becomes well adjusted or below which one becomes poorly adjusted, as 
there are many degrees of adjustment. 
Adjustments result from the joy of achievement which is in harmony 
1/ Hurlock, E •. B. "Helping Children to Like School," Today 1 s Health, 
vol. 34, pp. 60-61, (September 1956). 
2/ Resnick, John, nschool Adjustment and Mental Health, Understanding 
the Child, vol. 19, pp. 80-81, {April 1950). 
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with the ability to perform. Destructive methods of fear, belittling, 
and sarcasm will not make adjustment possible. A psychologically intel-
ligent person does not ridicule a person for his personality maladjust-
ments. 
Even achievement does not carry with it provisions for adjustment 
if it is too easy a victory, nor can requiring a high standard of per-
formance for a pupil of low intelligence bring it little else than 
an awareness of inability to perform and its resulting lack of adjust-
ment, due to shock of failure and inadequacy. Lack of achievement with 
its destructive undermining of self-confidence is a factor which appears 
to manifest itself in a large proportion of maladjusted individuals. 
The re-establishment of confidence throughcpttaise and continuum of 
small achievements. and successes is a wholesome method recommended as a 
means of preventing maladjustment. 
y 
In an investigation of the association·between social relation-
ships and academic success, Ruth Buswell concluded that in general, 
students who succeed in-school work also succeed in sodial adjustment. 
Her data indicated that of the personality traits investigated, objec-
tivity, composure and self-mastery had the strongest relationship to 
achievement in selected subject fields. 
2/ 
There is evidence, as shown in Russell 1s- work, of close relation-
ship between failure to achieve in schooLand the child's general 
adjustment. Failure to achieve in the so-called basic subjects follows 
1/ Meredith., c.w., "Personality and the Social Development During Child-
hood and Adolescence," Review of Education Research, Bibliog. voL z·, PP• 
469-476. 
~/ Russell, Loc. cit. 
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the footsteps of some children all through school and such failure is 
frequently associated with emotional disturbances and unfortunate adjust-
ments to school, to teachers, and .to peers. 
If the child is a poor achiever, the school must provide ways to 
facilitate adjustment since the child will not derive much. satisfaction 
or feelings of success from subject matter areas. 
Extracurr·icular activities are so rich in the possibilities for 
developing the child and in improving his personal adjustment that they 
merit more attention than is ordinarily given them. '!'hey. o.ffer a pract-
icable way of enriching the curricuhnn and of adjusting it to .meet the 
student 1 s need. The school curriculum may be kept as. a bas.e, with 
extracurricular activities added to provide for the individual child. y . 
Such activities, states R.ivilin, also develop the ability to co-
operate with other children for the attainment of a common goal. The work 
of the club or the team is more highly co-operative than is the work of 
the typical class .• '!'he child must learn .how to subordinate his desires 
to those of the group and also how to get other to agree with his 
point of view. The voluntary nature of: these activities stresses, 
generally, the pupil's own selection of the group 1 s leaders.. In the 
normal competition of such positions, the child learns how to win his 
groups 1 approval.· The ability to get on w·ith others and to get them to 
co-operate with him in a common undertaking is.· one: that is easil.y 
practiced in extracurricular activities. 
1} R.ivlin, Op. cit., pp. 230-241. 
'I 
The elementary schools are far behind the secondary schools in the 
use of extracurricular activities. Compared with the secondary schools, 
the great majority of our elementary schools have few activities. This 
is unfortunate since it is in early childhood that the youngster ne.eds 
the assistance those activities can offer to his socialization. 
Though many of these organizations have to be modified before they 
are appropriate for the children in the lower grades, there still is 
room: for garden clubs, story-writing clubs, hiking clubs, scienc.e clubs, 
radio societies, et cetera. 
In addition to extracurricular activities, the school that is 
interested in the pupil's adjustment to his present environment and to 
that into which he will be graduated must take cognizance of the type of 
recreation with which the child occupies his free time. 
It is not only that our society is headed in.~the direction of 
greater leisure for the average adult, and that the school must prepare 
for the profitable use of that time, but that the child's leisure activ-
ities are full of opportunities that hold both promise and threat for 
his emotional health. 
1/ 
RLvlin- purposes that interests developed in school should have 
a wide range. The recreational possibilities must include all types of 
activities--mental, manual, athletic, and social--so ~hat each child 
will have the opportunity to select those that fit his needs and his 
inclinations, If the possibilities that are present are numerous, 
each pupil has something definite as a starting point for the development 
]:../ Rivlin, Op. cit., pp. 230-241. 
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of leisure activities. 
!/ 
Lehman and W~tty have noted children who are considered 
retarded by the school, participate more freely in socialized forms of 
recreation than do the acc·elerated pupads. To 'the extent that these 
activities facilitate social adjustment and satisfy emotional needs, 
they assist dull children to enjoy mental health. The relationship 
between mental inferiority and school failure on the one hand and the 
increased frequency of social activities on the other, need not prove 
that either factor caused the other. It does indicate, however, that 
the teacher must not regard the child's mental inferiority as the sole 
cause of maladjustment. 
The school, as a unit of society that directs the student activ-
ities for a greater part of his growing life, must recognize the student's 
personality adjustment or maladjustment. This is brought out in a 
2./ 
statement by Kvaraceus when he states: 
" ••• the school assumes a tremendous responsibility for devel-
oping desirable behavior in its general and specific aims. If the 
school is to achieve these aims, it must first know and understand 
the pupil, his needs, his home background, and past and present 
experiences. Once the pupil and his needs are understood, the 
school has the responsibility of planning a·program which fits 
these needs and which allows for the maximum development for 
individual and social profit. This means a continuous survey of 
pupils needs and, as a consequence, a continuous program of 
curriculum revision ••• " 
1./ Lehman, H.C., and D.A. Witty, The Psychology of Play and Activities, 
A. s. Barnes and Co., NewYorl$;, 1927, p.2l.~. 
2/ Kvaraceus, William c., Juvenile Delinquency and the School, World 
Book Company, Yonkers-on-Hudson, New York, 1945, p. 262. 
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III THE CHILD HIMSELF 
As has been mentioned previously, the child entering school brings 
with him a great number and complexity of factors which .will play impor-
tant roles in the extent and quality .of his achievement and adjusnnent. 
The school and the individual teacher must be prepared to consider these 
factors, to adjust themselves and the curriculum to them, and to assist 
the pupil in profiting from these inherited and learned determiners. 
A few of these factors which contribute not only to the psycholog-
ical well-being of the child and future adult, but which are also the 
explanations of individual differences are: 
1. Intelligence 
2. Personality 
3 . Mental Age 
4. Emotions 
5. Interests 
6. Motives 
7. Attitudes 
8. Traits 
!/ 
Binet defined intelligence in terms of trinitarian concept: 
11 {1) the capacity to think along a definite direction, (2) to 
make adaptations to a given end, ·and {3) to criticize solutions. 11 
!/ Terman, Lewis M., and Maud A.- Merrill, Revised Stanford-Binet Scale, 
Boston, Houghton Mifflin Company. 
ol 
!I 
King holds that the evidence cited indicates that although there 
is no agreement among psychologists regarding an exact definition or the 
e· 
exact nature of the combination of abilities known as intelligence, there 
is agreement that intelligence is not a unitary trait, but a theoretical 
composite whose elements can be tested, and that individuals vary greatly 
in the amount and quality they possess. 
2/ 
The child's native intelligence 1 says Rivlin;- is one of the factors 
that affect his adjustment though it cannot be regarded as the only one. 
His mental attainments are predisposing rather than precipitating causes 
of disorder. Mental deviations interfere with healthful adjustments by 
increasing the tension, thus the unusual pupil finds the school work ill-
suited to his ability. The pupil's mentality affects the efforts he can 
make to overcome obstacles. 
3/ 
c. W. Washburne's Winnetka survey- indicated clearly that a child's 
intelligence will not place him in an ability group except in a most 
general way. Unless deliberately held together, children of the same 
intelligence quotient range scatter widely in their school progress. It 
is a fallacy to assume that every child who is strong either in intelli-
gence or in any one subject is strong in the others. They therefore, 
tend to show that ability grouping does not make adequate provision for 
individual differences in intelligence. 
!f King, Ethel, Comparison of Achievement and Personality Ratings of 
Tested and Non-Tested 6hildren, Thesis, Boston University, 1951. 
~/ Rivlin, Op. cit., PP• 94-98. 
'Jf Young, William L., An Investigation of the Causes of Retardation and 
Maladjustment of Pupils in Public Schools of the United States and 
Remedial Measures, Thesis, Boston University, 1932. 
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As regards intelligence, Lambert points out that according to a 
survey made in December 1955, by the National Education Association 
Research Division and the National Education Association Defense 
Commission, less intelligent children cause more trouble in school than do 
intelligent children. 
According to Stagner, the primary problem in the prediction of 
achievement, although the intelligence test may be correlating consist-
ently with grades at .50 - is the personality variable. 
From a survey of previous research, the following points .are made 
by Stagner: 
1. Objective measures of personality show no linear rela-
tionship to either academic aptitude or achievement. 
2. There is evidence that unstable, maladjusted sutdents 
do less well in proportion to their intelligence than' 
do those well balanced, and there is a closer correla-
tion of capacity and achievement in stable groups. 
I 
3. Dominence also appears to be a factor influencing grades 
in two groups of equal intelligence." 
3/ 
The conclusion made by Stagner- using the Bernreuter Personality 
Inventory, as well as other scales, ·attempting to correlate personality 
with academic grades and with intelligence percentiles was: 
"Personality influences achievement u<an indirect way, by 
affecting the degree trowhich an individual makes use of his 
potentialities." 
1/ Lambert, s. M., '~at National Survey of Teachers Reveals About Fupil 
Behavior," National Education Association Journal,vol. 45, pp. 339-342, 
September 1956. 
2/ Stagner, Ross, "Relation of Personality to Academic Aptitude and 
Achievement; 11 Journal of Education Research, vol. 26, pp. 648"":655, 
(May 1933). 
11 Stagner, Loc. cit. 
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"Research shows a close relationship between learning diffi-
culties and personality adrj.ustments," Stated Anderson.!/ 
2/ 
Peck and McGlothlin- studied the correlation between achievement ~ 
and other factors and found that breadth of information, readiness 
scores, mental age, and personality ratings showed closest correlation to 
the reading success with I.Q. and socio-economic status f~llowing in that 
order. 
}/ 
personality can be defined as what one is 
in his totality as a person - in his thinking and feeling as well as in 
his behavior. The new-born child is already a personality; he brings 
his certain traits with him, with the potentialitis of many;",more. 
2.1 
Personality development starts with certain inborn needs which 
musb be met in the same way we meea the physical needs, by removing 
obstacles and supplying the necessary condition. The three fundamental 
needs, which if not met in some degree result in a stunted arid crippled 
personality, are the need for emotional security, the need for adequacy 
!/Anderson, John E., "The Relation of Emotional Behavior to Learning," 
Psychology of Learningi National Society for the Study of Education, 
Forty-first Yearbook, Part II,,Public School Publication Co., 1942, p.46. 
2/ Peck, Leigh and L. E. McGlothlin, "Children's Information and Success 
in First Grade Reading," Journal of Educational Psychology, vol. 21, 
pp. 653-654, (December 1940). 
11 Shaffer, Laurence F., The Psychology of Adjustment,. Boston Houghton 
Mifflin Company, 1936, p. 132. 
'.:±f. Richmond, Winnifred V., ''Modern Methods in the Development of Desir-
able Personality Qualities in Children," Education, voL 63·) p. 585, 1943. 
2/ Ibid. 
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(feeling oneself,capable of mastering his environment), ~nd the need for 
self expression. If the child's needs are not satisfied, he becomes 
insecure and cannot bring his energies to bear upon intellectual work. 
1/·· 
In giving her opinion of personallty, Sullivan- maintains that: 
11
---(it) is not something separate and apart from ability or 
achievement, but includes them; it refers rather to. the manner and 
effectiveness with which the individual meets his personal and 
social problems, and indirectly the manner in which he impresses 
his fellows. The individual's ability and past achievement all 
along are an inevitable part of his current attempts to deal with 
his problem intelligently." 
y 
Healy defines personality as an integrated system of habitual 
adjustments to the environment, particularly social environment, and as 
the individual's specific and ordinarily exhibited attitudes, character-
istics and behavior tendencies. 
Personality seems to have a unique number of definitions. 
2.1 
Allport, in .a study of personality definitions, was able to distin-
guish at least fifty different meanings applied to personality. 
!±/ 
Symonds points out that part of the difficulty is due to the 
different ways in which people conceive personality to be constituted, 
another part, to the different emphasis placed on various values such as 
morals, adjustment, integration, conformity, and self-expression. 
!/Sullivan, Elizabeth T., 11Personality and Personal-Social Adjustment," 
Education, vol. 63, p. 612, 1943. 
?:.,t Healy, W., Personality in Formation and Action, w.w. Norton Company, 
New York, 1939. 
3/ Allport, Gordon w., Personality: A Psychological Interpretation, 
Henry Holt and Company, New York, 1937, Chapter I. 
~ Symonds, Percival M., Diagnosing Personality and eonduct, The 
Century Company, New York, 1933, Chapter I. 
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McKinnon summarizes Alport's survey of the field of personality 
by listing five different concepts or areas of definitions of personality. 
These are: 
1. Omnibus or rag-bag definitions consider personality a mere 
summation of parts or units--- a sum total of innate and acquired 
dispositions and tendencies of the individual---
2. Integrative definitions stress the organizations of the factors 
which..make up personalityn"personality is the entire mental 
organization of the individual~~• 
3. Hierarchical definitions (like integrative) e~phasize the organ-
ization of personaiity but place special stress upon vertical 
organization---a hierarchy of sentiments dominated by one---
4. Definitions which stress adjustment---personality is made up of 
controlling tendencies of adjustment of the individual to his 
environment. 
5. Definitions in terms of distinctiveness and uniqueness---That is 
the organized S¥Stem of habits, dispositions that mark off any 
one member of a group as being different from any other members 
of the group---. 
?::_/ 
Symonds goes on to state that: 
Personality refers to a more complete description of the con~ 
stitutional make-up---more specifically it refers to the adequacy 
of personal adjustments---toward environment, sexual relationships, 
morals and feelings. 11 
Allport 3/ in his discussion on the meaning of personality, states: 
"Just as all organisms take on the farm of some species which 
represents a successful mode of survival in the evolutionary strug-
gle, so too do individuals within the human species attain personal-
ity as the form of survival most suitable to their individual needs 
1/ McKinnon; D. W., Personality and the Behavior Disorders, "The Structur 
of Personality,": Chapter I, M. J. Hunt, Ed., Ronald Press, New York, 
1944, Volume K. 
2/ Symonds, Op. Cit., Chapter I. 
!/ Allport, Op. Cit., Chapter I. 
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within the particular environmental framework provided. The 
central nervous system in the process of affecting the necessary 
adjustments between the orgam~c cravings and the exigencies of the 
environment develop certain habits, attitudes, personal traits, 
forms of sublimation and thought, and it is these characteristic 
modes of adjustment that, taken collectively, comprise personality 
---" 
1/ 
Despite the variety of personality definitions, Tschechtelein-
feels that they seem to agree that in the case of each individual a 
unique integration of innumerable factors enter into his total personal-
ity pattern. No tw~ individuals are identical in their personalities. 
It is personality that distinguishes us, one from another. 
The sc~ool must recognize the importance of the development within 
each child of a wholesome personality. It must know that the way in 
which a child is developia.g is just as important as his mastery of a 
lesson in arithmetic or in geography. 
Another factor to be considered in the adjustment of ·a child to the 
school situation is his mental age. The mental age is a pupil's score 
on a general intelligence test interpretetl:.im terms of chronological age. 
It is a valuable measure of intelligence because it is used as a stand-
ard of mental maturity for purposes of classification. 
?:..1 
Morphett and Washburne contend that: 
"Of the three measures of intelligence ••• mental age, average 
of the mental and chronological age, and intelligent quotient, 
mental age shows the greatest degree of relationship ••• " 
1/ Tschechtelein, M.A., "Teacher Rating of Pupil Personality," 
Educational Administration and Supervision, vol. 34, pp. 412-420. 
2/ Morphett, Mabel v., and Carleton Washburne, '~en Should Children 
Begin to Read?" Elementary School Jot:trnal, vol. 31, pp. 496-503, 
(March 1931). 
l 
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1/ 
nchildren.of the same mental age," says Hildreth,- nstill vary 
widely in potentiality for learning. Of three children with a 
mental age of six, one may learn very rapidly, one at an average 
pace, and the third very slowly.n 
From many research findings, the conclusions have been reached that 
mental ages of less than xix years may handicap children. They may be 
slower in mastering the reading rud~ents than those who have more 
mental maturity. It further reveals that no one mental age is a guaran-
tee of successful achievement. 
In addition to intelligence, personality, and mental age, the child 
should possess a definite amount of emotional maturity. The children in 
a given group entering first grade meet the problem of adjusting them-
selves to the teacher, to each other, and to school activities. Some 
children are relatively mature emotionally and make these adjustments 
easily, become happj in school and consequently are more likely to look 
with a favorable positive atti.tude upon the problem of learning. Others, 
relatively immature emotionally, have considerable difficulty in making 
the adjustments, become unhappy in school, and consequently may look with 
a negative, if not a rebellious attitude upon learning. 
The children of.the first group need little attention so far as the 
development of emotional maturity is concerned. It is the pupil in the 
second group who needs the help of a wise teacher. 
2/ 
The following statements by McKee- give a few suggestions for 
1/ Hildreth, Gertrude H., Readiness for School Beginners, World Book Co., 
New York, 1950, pp. 19-20. 
2/ McKee, Paul, The Teaching of Reading in the Elementary Schools, 
Houghton Mifflin Co., Boston, 1948, pp. 173-177. 
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helping the emotionally immature pupil to make the adjusonents which 
enhance his development, of stability: . 
1. By talking tactfully with the child, and perhaps with his 
parents, try to discover the cause or causes of his emotional 
disturbance. Keep in mind here that different children react 
differently to the same disturbing experience. 
2. Help the child to feel that you--his teacher--are his friend 
and to have confidence in you. 
3. Treat him as you would treat an adult friend whom you wish to 
keep as a ft±end. Avoid giving him the impression that you 
think of him as only a little child. 
4. Show that you have an interest in him. Talk sensibly and 
informally, but not childishly, about his interests. 
5. Show approval for his honest effort and his good work, but do 
not praise work which you know is not good. 
6. Help the child to be friendly with the other children in the 
class. 
7. Help the child to gain self-confidence and to feel that he is 
important to others. 
!/ 
King reports that a child can profit from school experience only 
if he has reached a definite level of emotional maturity. The success 
or failure which the child experiences during his first few days or 
weeks in school can, and often does, influence his entire educational 
careers. 
The fact that. all first grade entrants to elementary school are not 
ready for systematic instruction presents a challenging problem to 
administrators and teachers. Therefore, one of the most important 
periods for careful educational guidance that will promote emotional 
stability, is at the time the pupil first enters school. 
!/ King, Op. cit. 
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Some of the ·characteristics disp,layed by the child who is mature 
!./ 
emotionally, says Copper, are the ability to withstand disappointments; 
not being crushed by adverse criticism; or unduly puffed up by praise; 
can face reality; balanced organization of traits; and pr9per evaluation 
of oners self. 
?J 
Interest, states Harris, is another factor which the child brings 
to school and which may or may not aspist him in making normal adjust-
ments. 
Interests are not inborn. They are developed in the intricate 
network or contacts the child has with other persons, with his own 
performances, and with the enviromnent, both natural and culturaL 
The significance of interests may be seen in the growing capacity 
to sustain the child's attention; in the child's changing susceptibilit-
ies to dramatic, and emotional-evoking stimuli: and in persistence, which, 
although it comes through the learning process, insures pattern, meaning, 
and integrity in the personality. 
21 
Harris also contends that a child's interests tend to grow and 
to channelize along with his developing ab~lities and.skills. He gen-
erally likes to do what he can do well. He tends to be disinterested in 
activities in which his performance i$ particularly poor. As a young 
child he generally attacks unself-consciously and with enthusiasm a 
1/ Copper, Francis Leroy, nA Study of.the Treatment of Personality," 
Education, vol. 53, p. 567, (May 1933). 
2/ Harris, D. B., 'l'ffbw Children Learn Interest, Motives, and Attitudes,n 
National Society for the Study of Education, Forty Ninth Yearbook, 
2/ Ibid, P• 140. 
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great variety of activities. As he grows older, his increasing·awareness 
of himself as a person, of his social roles, and of the·expectations of 
parents and teachers and the greater demands of organized living cause 
him to concentrate his interests into activities which he finds partie-
ularly satisfying - frequently those in. which he commands favorable 
atcention because of good performance+ 
Even in the more solitary hobbies and crafts, the social recognition 
awarded the finished product is frequently an important factor in maintain 
ing and strengthening interest. 
A maladjuste child may be aided by utilizing one of his interests as 
a remedial measure. Modern educators agree on the desirability of 
the enrichment of interests, especially interests which result in 
pleasure to the individual. The school plays a basic part in the process 
of enrichment. 
Motivation, as the above factors, has its effect on adjusbnent. 
!/ 
''Motivation," states Patty, "is the compass which guides the course 
of personality," 
Since motivation is a term which,means psychological causation -
no cause without an effect; no effectiwithout a cause, growth and its ac-
companying adjustment canbe consiaered to mean the chain of motivation.s 
which lead to present behavior. 
?:..1 
Motivations, as understood by Yo~ng are as fundamental in school 
learning as in any other, and it becomes increasingly a special problem. 
1/ Patty, Op. cit., p. 41. 
?J Young, Op. cit., p. 433. 
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Traditionally many school authorities have assumed that it was 
of little or no consequence, or else they imagined that the high intel-
lectual motivation of the trained scholar existed in the elementary and 
aecondan pupil and certainly in the.college student. 
1/ . 
On this point Prescott- states that a child E8 positively moti-
vated to learn facts or skills or to act, if he feels that these will 
contribute to meeting some one or several of his personality needs. 
this feeling of the desirability of a given line of behavior is based upon 
.earlier experiences. 
In schools there is the necessity for the careful introd~ction of 
n.ew experiences and activities which have a relation to ,past experiences' 
particularly past successes. It must be remembered too, that past 
experiences supply negative motivation? the desire to avoid, if they 
have involved failure, embarrassment~ loss of status or repression. 
A child will be wary about undertaking a new activity in the pre-
?J 
sence of other children continues Prescott, if he has not attained 
status with them and if he is at all doubtful of his success. Motiva-
tion, which may be adequate for most of the group, may fail some of 
the members of the group, not because they are uninterested or rebellious 
or unco-operative, but because the work involves the risk of failure to 
realize some other need. 
In attempting to acquire and maintain normal and satisfactory 
2/ 
adjustment, Young holds that pupil attitudes cannot be ignored. When 
1/ Prescott, Daniel A., Emotion and the Educative Process, American 
Council on Education, Washington, D.G., 1938, p. 58. 
'lJ Ibid. 
2/ Young, Op. cit., pp. 438-439. 
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we have adequately motivated the aims or task~ and coordinated it with 
a sound plan, then healthy attitudes, and habits of competition and co-
operation may be stimulated. But if the goals are put too high or too 
low, thus undermining interest and attention, the child or adolescent 
may develop vatied attitudes. Among the types of attitudes are these: 
(1) one of resistance and rebelliousness, which may be either attidud-
inal or more directly overt; (2~ one of indifference and lack of effort-
the simple praecox symptom; (3) one of complete co~formity and passive 
docility, marked by loss of individual initiative; and (4) removal 
by means of fantasy, which usually takes covert form, but may in 
extreme instances find overt outlet. ' 
Any one of these four attitudes; or a combination of them, means 
that the student is not making an adequate adjusbment to the educational 
situation as demanded by our cultural norms. 
!/ 
In determining the re~ation of adjustment to attitude, a study 
was made of adjuscnent of children over a wide age range. Three-
thousand two hundred children, ages nine to eleven were given personality 
and adjustment measures which were checked against various external 
criteria of adjustment. A group of well adjusted, poorly adjusted, 
and average adjusted children were selected on terms.of their standing 
on a combined score based on thirteen measures - some of which were 
personality measures, teachers' ratings, and included sentence 
completion scales in terms of pleasant and unpleasant connotations. 
1/ Anderson, John E., "The Relation of Attitude to Adjusbment•, 
Education, val. 73, pp. 210-218, (December 1952). 
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There is a constant trend through all ages for girls to give more 
pleasantly toned responses and express more likes than boys. 
Re-orientation of internal attitude because it extends to so many 
different situations would seem to be of practical value. Principles 
for re-or~entation would be; 
1. Have the child see his experiences in a different light by 
reorganizing his point of view. 
2. Complil!lent children when they do well. 
3. Have the child develop spec~fic skills which will help hbn 
to master particular demands. 
4. Have the child see good models of behavior by sharing interest 
and enthusiasm for activities. 
5. Consider the evaluations which may have great effects on the 
behavior of children. 
1/ 
Many investigators, including Guilford,- are primarily interested 
in personality in the abstract, while others are primarily interested in 
persons. Persons are unique. But a person can be unique only because 
he differs in a multitude of ways from other persons. Each differs from 
the other by reason of characteristics or traits that they do not 
possess in common. The~e are at least three major groups of traits, 
including those of physical constitution, abilities, and behavior traits. 
If a person has a well-integrated pattern of these traits, he undoubt-
edly will exhibit a more adjusted personality than one in whom these 
traits do not function to maintain equilibrium. 
1/ Guilford, J.P., "Trends in Personality Research, 11 Education, vol. 61, PP• 636-637, (December 1940). 
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Actually, says Richmond, personality cannot be considered a 
combination of traits. Rather, as Ehe body develops, and the nerv~us 
system matur~s, there develops in the child's mind, sets andattidues 
which manifest themselves in behavior to which we attach traitBnames. 
they represent ways in which the personality is functioning in its 
attempt to r~ach its goal of satisfactory adjustment. 
?:.! 
McElwee conducted a study to make a comparison of the degree to 
which certain desirable and undesirable traits were possessed by child· 
ren whose school progress had been normal, accelerated, or retarded. 
Of the three hundred children used in the study, there were one 
hundred of each group. Children were rated on fourteen generat traits-
seven deemed desirable, seven not. Xb.e desirable traits were: (1) gets 
along well with others; (2) interestei in school work; (3) good 
effort; (4) quiet; (5) attentive; (6) obedient; and (7) calm. The 
undesirable traits were: (1) Quarrels with other children; (2) indiff-
erent toward school work; (3) excitable; (4) talkative; (5) restless; 
(6) stubborn; and (7) listless. 
~ general, all three groups possessed more desirable traits. The 
accelerated group possessed them to a much greater degree ahan the 
retarded. The reverse is true of the undesirable traits. Under-achiev-
ing children weremarkedly disinterested in school work. Effort was 
less, and adjustment was lower. 
1/ Richmond, Op. cit~, p. 585. 
2/ McElwee, Edna Willis, "A Comparison of Pers6nality Traits of 300 
Accelerated, Normal and Retarded Children," Journal of Educational 
Research, vol. 26, pp. 31-34, (September 1932). 
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This would seem to bear out the purpose for which this study was 
conducted. Namel~ that there is a relationship between achievement 
and adjustment. 
If any of the above eight factors contribute to the child 1 s lack 
of adjustment, what are the signs or symptoms which betray his 
disturbances? 
IV SYMPTOMS OF MALAJ)JUS'IMENT 
Bratton, submits that seven main types of maladjustment are 
discernable: 
(1) The shy or seclusive child. -- This child is often overlooked 
because he is no behavior problem. The teacher should make special 
effort to "draw him out". The child is probably trying hard. In re-
spouse to punishment, he withdraws f~rther. By.forgetting him, the 
teacher makes him more unstable. On the contrary, she should find an 
ac.tivi.ty or interest in which he is successful so that he will have an 
opportunity to achieve in the presence of others. 
(2) The aggressive child. -- While he is often the leader and the 
teacher's "pride and joy", he may fall into disrepute with classmates 
due to over-confidence. In this case, the teacher should provide 
experiences which will be met with failure as well as success. 
(3'2: The stubborn or negativistic child. -- This child is of ten the 
1/ Bratton, Dorothy, nclassroom Guidance of Pupils Exhibiting Behavior 
rroblems, 11 Elementary School Journal, Vol.~5, PP• 286-292, (January 
1945). . 
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victim of fault-finding parents, domineering brothers and sisters, 
unjust punishments, and conflicting authorities. To counteract these 
contributing causes, the child should be taught self-control. Opportu-
nities should be provreded for success and praise. 
(4) The dishonest child. -- Although the teach.e:~; usually regards 
him as the worst case of maladjusrtnnent, psychologists disagree. Tb.e 
root of the problem is often that the child cannot distinguish easily 
between truth and falsehood. The remedy suggested is to teach the child 
honesty and not to punish him after confessions. If stealing is the 
cause of the dishonesty, find the cause and rectify it. 
(5) The impertinent child. -- A child who is impertinent has most 
likely been influenced by a rude adult. To overcome this fault a cour-
teous teacher is needed who has a quiet, tactful manner. 
(6) The lazy child. -- Laziness has been found to have many con-
tributing causes, some of which are ill-health, inappropriate curriculum, 
desire for attention, lack of insight into the relation between school 
and life, reading disability, and uncaring parents. To help this child, 
it is apparent that the teacher must know him9 
(7) The truant. -- Truancy has a high correlation with a criminal 
career. Understanding, not severity on the part of the teacher, is 
required to help this child. It is necessary.to discover his.interests, 
his reasons for truancy, and his needs. 
Many of the studies dealing with symptoms of maladjusbnent list 
1/ 
truancy as an outstanding factor. The New York Crime Commission Report-
1/ New York Crime Commission Report, Albany, New York, J. B. Lyon Co.~ PUb. 1930, P• 375. 
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contains this quotation, 
"One of the first overt 'acts of the delinquent is truancy. 
Frequently a problem child is retarded, his status produces disatis-
factiont then impudence, punishment, and finally re~ellion in the forn 
or truancy. During the truancy, various conta~ts, habits, and attitudes 
are formed which lead him to violate the law. Delinquency then is 
only an extreme form of the problems faced daily by every teacher in 
the classroom." y 
In a report from the Massachusetts Child Council the evidences of 
maladjustment in the classroom were considered to be: 
(1) Repeated failure in studies. 
(2) Offenses against school discipline 
a. Truancy 
b. Tardiness 
c. Insolence 
d. Petty stealing 
e. Cheating 
f. Lying 
(3) Group Misfit 
a. Shyness 
b. Solitariness 
c. Over-Aggression 
d. Hyperactivity. 
V SCHOOL FAILURE 
To help human beings make harmonious adjustments to life situa-
!J 
tions, Sullivan mainta~ns that it is important to know the causes of 
their maladjustment. The causes create symptoms which lie in the native 
tendency of· the person to increase harmony and reduce conflict. 
!/ Massachusetts Child Council, Juvenile Delinquance in Massachusetts--
A Public Responsibility, Boston, 1939, pp. 139-140. 
"l:..J Sullivan, Op. cit .. ; PP• 609-615. 
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In addition to what the child_brings to school as a part of his 
natural or acquired inheritance, what other factors contribute to his 
lack of adjustment? 
Most progressive educators agree that the most serious weakness in 
our educational system of today is the appalling number of failures by 
the pupils who try to follow the prescribed course of study. Promotion 
standards adopted by vario\.ls school systems are generally recognized as 
the most salient factor causing school failure. 
!! 
In addition to pr9motion standards, Young observed that goals 
have a relation to failure. This whole relation of goals to success 
and failure may be stated, in fact, in terms of the nature of the ideals 
or goals toward which we strive. These standards or criteria or goals 
may help us to judge the effect of the goals upon the individual 
concerned. First) the ideal.or goal may be too trivial, too simple, or 
too low in the scale of intellectual or moral appeal to catch the· 
interest or arouse a motive. Second, the goal may be too complex or too 
difficult, forthe capacity. Third, a goal may be entirely lacking; 
there is nothing to catch the interest at all. In any one of these, 
the incongruity of the task, the plan, and freedom may give rise to 
indifference, r~traat, rebellion, or disintegration through mental-
emotional conflict within the person, and these in turn will influence 
self-esteem, status, role, and conduct generally. 
The goals and aspirations of the individual must be considered at 
the time the learning act.ivity is introduced. The level of aspiration, 
1/, Young, Op. cit., p. 436. 
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which is based on past experience, is a defense mechanism upon, which· 
!I 
depends the occurrence of success and failure. Baker states: 
"After success, the level of aspiration is usually raised 
(that is, a new and higher level or goal is set after a 
lower one is achieved) and that after failure, the level 
of aspiration is lowered (that is, a new and lower goal 
is set after a high goal has not been achieved) ••• This 
means the level of aspiration shifts--(and) operates as 
a mental hygiene factor ••• it protects the individual 
against continual failure and against easy achievement 
which do not give the feeling of success." 
If aspirations are maintained consistently above achievement, 
the individual is then subjected to a continual experience of failure. 
This had disastrous consequences for adjustment and happiness. On 
the other hand, if aspirations are placed consistently below achieve-
ment, with the resulting lack of ambition, exaggera.tzedc1caution, broken 
morale, and so forth, very. •serious personal and social difficulties 
may be developed which naturally obstruct adjustment. 
The problem of discovering when the child is adequately prepared 
to enter school continues to be of great importance to parents, 
teachers, educators, and school administrators. Although lack of 
2/ 
readiness is certainly another factor responsible for failure, Hayes-
reports that there has been no single formula for predicting readiness 
for school success. Setting the minimum entering age at approximately 
1/ Baker, Roger G., nsuccess and Failure in the Classroom,n Readings 
in Child Psychology, Wayne Dennis, Ed., Prentice-Hall Inc., New York, 
1951, P• 587. 
2/ Hayes, Eleanor, "Why Pupils Fail, 11 Educational Methods, vol. 13, 
P• 25, 1933. 
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six will still not insure uniformity in progress or successful progress 
for all children. 
Personality difficulties appear in another factor which contributes 
to school failure. Tn a group of one hundred seven children studied y 
by the Kellogg Foundation, Battle Creek, Michigan, because of 
school failure resulting in maladjustment, it was found that 67% were 
failures because ofmental immaturity, 23% because of special defects, 
and 14 % because of personality difficulties. 
These 14 % were studied clinically. Intelligence quotients 
ranged from 93 to 136, with the majority grouped around the average. 
Analysis of personality factors revealed a lowered resistance in four 
cases. All but two of the cases gave marked.indications, under many 
different circumstances, of fear reactions, manifested either in with-
drawn behavior or in extroverted compensations. Fear reactions seem to 
be at the core of the personality make-up of the children who were 
failing. 
Munroe supports the idea that child~en who are intelligent 
enough, but who are slow learners, often become maladjusted because of 
failure to keep ~p to the standards set by the school curriculum. It 
must be rememberd that aside from any acute psychological or physical 
!/ Street, Roy, "Factors Related to .Maladjustment in Schools," 
Elementary School Journal, voL 34, P·• 376-80, (May 1934). 
2/ Munroe, Ruth L., Teaching the Individual, Columbia University~ress, 
New York, 1942, PP• 127 ff. 
43 
44 
problems, some of us enjoy basking quietly in the _sun, while others 
prefer running about. Unfortunately, "baskers 11 are heavily penalized 
in a culture like ours geared to very energetic running about. 
Especially if they happen to be intelligent or otherwise gifted, 
pressure is put upon such children to work "up to capacity.n We are 
prone to push and prod and challenge these girls and boys regardless of 
their natural temperament seeing only their ability and ignoring the 
relatively slow gait at which they normally proceed. Thus we create 
a sense of tension and inadequacy which is not only uncomfortable fo~ 
the student, but inimical, in many cases, to success and adjusenent. 
Not only is the&ow learner a candidate for maladjustment, but y 
so also is the gifted child. Rivlin advises that parents and teachers 
should realize that adequate personal adjustment is just as important 
for the gifted child as it is for the mediocre one. The special 
talent should be used as the means of motivating wholesome personality 
development. However, training should not be such that nothing is 
considered as important as that talent, while the activities and 
interests of normal child life are forgotten. The entire child and the 
whole problem of adjustment must be a matter of concern. An emotionally 
unstable child with one over-developed talent is of no value to himself 
or to society when he has failed .au other phases of a complete life. 
~en a child becomes a failure in school for one or more of the 
abo.ve mentioned reasons, the first indications are usually discovered 
in the important area of reading. 
1/ Rivlin, Op. cit., p. 136. 
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Fernald stated that children, upon entering school, are eager 
to learn to read and write- and like to keep up with the progress of 
their classmates. They have the desire to learn, and, if that 
desire is thwarted, they develop emotional problems which interfere 
with normal adjustment,. Fernald reported tha, of seventy-eight 
cases of extreme reading disability or failure treated in her clinic, 
only four exhibited no sign of malad!justment.. The indications of 
maladjustment did not take place until after·the child had experienced 
repeated difficulty and lack of success. The condition om continual 
failure produces a deep-seated sense of inferiority inmany children 
and kills any incentive to try to learn. Sometimes the child tries 
to compensate' for his inability to learn by the extra attention he 
receives from teachers and parents, who in response to his behavior, 
recognize him as different from other children. 
'Y In a study·of reading failure and the maladjusted boy, Stulken 
found that 20% of the boys whom he observed who were behavior problems, 
had severe reading difficulties, and that 66% were retarded one year 
or more in·reading below their mental age. Through-the study of. 
statistical data, he concluded that reading-disability was an,important 
underlying factor in producing schoo'l ltl.dladjustment. 
!/ Fernald, Grace M., Remedial Techniques in Basic School Subjects, 
McGraw-Hill Book Company, Inc» New York, 1943) p. 7. 
2/ Stt!tlken, Edward H., "Retardation in Reading and.the Problem Boy in 
~hool, 11 Elementary English Review, vol. 14, p. 179-82, (May 1937). 
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Blanchard reported that unless socially acceptable compensations 
were developed along with the read;(ng failure) personality and 
emotional problems arose. The emotional tension, combined with 
anxiety and misunderstanding, caused by resentful and angagonistic 
attitude toward help. In some instances, effective remedial help in 
reading was not enough to relieve intense emotional stress and 
psychiatric treatment was necessary in order to produce satisfactory 
adjustment. 
In their investigation of the significant effects of reading 
2/ 
failure on behavior, Thorndike and Woodyard:- reported that there were 
frequent feelings of irritation and loss· of intere·st when frustrations 
were experienced during the reading lesson. A child in such an 
unstable state of emotions will ha!!dly become well-adjusted .. 
'}} 
The pu~pose of an investigatien conducted -by Seigel was to 
study the range of personality structures in known cases of reading 
disability· and to test the hypothesis that not one single personality 
pattern is characteristic of reading failure, and the range of 
1./ Blanchard, Phyliss, "Reading Disability in Relation to Maladjustment," 
Mental Hygiene, vol. 12, pp. 772-788, (October 1928). 
2/ Thorndike, Edward L., and Ella Woodyard, "Influence of the Relative 
Frequency of Success and Frustration Upon Intellectual Achievement,tt 
Journal of-Educational Psychology, pp. 241-250, (April 1934). 
3/ Seigel, Max, "The Personality Structure of Children with Reading 
Disabilities as Compared with Children Presenting Other Clinical 
Problems," Nervous Chi:ld, vol. 10, pp. 409-414, 1954. 
I ~ 
personalities within a population of reading disabilities might not be 
significantly different from those of other children with emotional 
problems. This study was conducted from January 1949 to October 1950 
at the Brooklyn College Community Counseling Center. 
The conclusions state that the variability of personality 
patterns within the reading group (reading disabili.ties) is consistent 
with the variability that might be found in any group of the 
emotionally disturbed. 
The authors feel that the only evident common pattern is the 
need for all such deeply fearful children as these, for a treatment 
PFogram organized within a framework of permissiveness, warmth, 
acdeptance, and lack of criticism. 
1/ 
On the other hand, says Young,- failure may not be entirely 
del~terious in its effects upon the child. Sometimes the child has 
abilities beyond his belief, and a failure - if properly interpreted 
to him -may serve to stimulate greater effort to gain his goal. In 
the second place, failure at a task may produce a sense of reality 
regarding one's limitations, and again with adequate guidance a 
child may direct his activities into other fields wh~re he has 
potential competence. But all too frequently these qualifications of 
advice and personal sense of reality on the partof the pupil.are not 
to be found. It all depends on how the sense of failure is integrated 
into the pupil!s life organization. If it produces a strong sense of 
inferiority and loss of status, it may have a decidedly negative effect. 
1/ Young, Op. cit., p. 434. 
47 
48 
In the face of repeated failure in schoolwork, maladjusbnent will be 
found as the most connnon result. 
VI SOME TYPES OF MALADJUS'lMENT 
A difficult problem may arise if a child enters school with 
personal endowments ill-suited to normal adjustments. Further problems 
are often created if, in addition, he becomes a failure because of 
lack of readiness or school policy on promotion. Any one of the 
factors previously mentioned regarding failure could be responsible. 
If proper healthy adjustment does not take place, the child may 
eventually require clinical attention •. He often will exhibit severe 
' 
emotional tensio~s, personal and social difficulties, and delinquency 
characteristics. 
The close association between emotional maladjustment and 
educational disability is widely recogilized by workers in the field of 
learning difficulties, and there has been an extensive body of 
research dealing with it. Undoubtedly the greatest. concentration of 
effort has been aimed at the relationship between reading disability 
and emotional maladjustment. y 
There have been three general types of studies .conducted in this 
field~ One series of studies has been made by clinical or psychiatric 
workers, that for the most part involved the study of children whose 
difficulties were considered serious enough to require special clinical 
attention. In other words, studies have been made by child study 
1/ Brueckner, Leo J., and Guy L. 'Bond, The Diagnosis and Treatment 
of Learning Difficulties, Appleton-Century Crofts, pp. 47-50, (1955). 
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clinics of cases that were highly complex and seemingly unsolvable in 
the regular class-room situation •. It is not surprising to find that 
these studies indicate an extremely high co-existence of emotional 
problems and educational disability. 
y 
Gates and Bond noted the following unfortunate types of 
adjustment indicating emotional disturbance: 
1. Nervous tensions and habits such as stuttering, nail-
biting, restlessness, insomnia, and pathological 
illness. 
2. Putting up a bold front·as a defense reaction, loud 
talk, defiant conduct, sullenness. 
3. Retreat reactions such as withdrawal from ordina~ 
associations. 
4. Such withdrawing reactions as mind-wandering and 
day-dreaming. 
5. Extreme self-consciousness, becoming easily injured, 
blu~hing, developing .peculiar fads and frills; and 
eccentricities, inferior feelings. 
Of the emotional experiences connected with maladjustment, there 
is probably none more crippling than that of fear. Most of us can 
recognize the symptoms of a fear that is conscious. But what is less 
known, and what is more important that a teacher should know is that 
many academic problems, such as problems of school achievement, also 
have their roots in obscure emotional states. Often the child who is 
hiding his fears not only from others, but from himself, gives the 
1/ Gates, Arthur I., nThe Role of Personality Maladjustment in Reading 
Disability, 11 Pedagogical Semina;cy and Journal of Genetic Psychology, 
vol. 59, pp. 77-83, (September 1941) • 
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appearance of being a dare devil,. of defying authority~ of being in-
different to what people think of him, and being afraid of nothing. 
We must not allow outselves to be deceived by such appearances. 
Annette l/ finds that children ~ho suffer from the crippling 
effects of fear find difficulty in making the most rudimenta~y 
adjustments to schoo~ life. This condition shows clearly the 
relation of fear to intellectual achievement. 
In maintaining emotional stability, some mechanisms of adjustment 
that have become habitual ~ith the child may be merely harmless 
devices for making life a little more pleasant, or they may be 
I 
important factors in his failure to adapt himself adequately to the 
needs of his present situation. Any obstacle that interferes with 
the child's wholesome adjustment should be removed, not ignored. 
Rivlin's ~/ study indicates that ~hen the child merely ignores these 
obstacles, he is virtually increasing the difficulties that confront 
him. Thus the abuse of day-dreaming as a means of obviating the 
necessity for facing actual conditions or the habit of projecting 
responsibility for failure to some convenient rather than true cause 
makes a healthy adjustment difficult·JI 
Clinical 11 and classroom experience and systematic research 
indicates a close relationship between educational,.'_disabilities and 
1/ Sister Annette, C.S.J., "Emotions - Help or Hinder Learning," ~ 
Catholic School Journal, Vol. 54, PP• 245-247, (October, 1954). 
~/ Rivlin, Op. cit., pp. 138-139. 
11 Brueckner, Loc. cit. 
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personal and social maladjustment. We know that the behavior of a 
large proportion of children with learning problems demonstrates 
unfortunate personal and speial adjustments. Reports from clinical 
workers who study marked educational· disability cases tend to 
emphasize the role of these adjustment problems. 
Research !/ has shown that those children who are in difficulty in 
educational learnings are also likely to be in difficulty in personal 
and social adjustment. The research indicates that there is a marked 
difference of opinion about the extent of this relationship and also 
whether failure in important educational learnings is the cause or the 
result of personality disturbances. 
Related evidence seems to ·support the contention that in the 
majority of cases of educational disability accompanied by personal 
and social disturbances, theeducational disability was devastating 
enough to the child's personal adjustment to cause the disturbances. 
The social adjustment of a child who is experiencing serious 
learning difficulty is often poor.· This may be the result of 
unfortunate emotional patterns which he has developed or it may be the 
result of his rejection by ot.her members of the class. Current 
ed~ional practices that segregate the good, average, and poor 
achievers within the classroom tend to exaggerate the child's social 
adjustment problem. It can be argued that if a class could be so 
organized that all children, irrespective of their reading or 
arithmetic capability, could work on the same general enterprises, the 
1/ Ibid. 
social relationship between the good andpoor achievers would be less 
strained. 
It seems that the classroom is in some respects like a 
play3~u~ When teams are chosen on the playground for playing 
baseball, the child who is inept at hitting, fielding, or pitching 
will find that he is chosen last. After a time, such a child will 
.I I withdraw from the situation that always places him in an untenable 
I 
position. 
I A study by Buswell 1/ shows that the same thing happens in class-
room enterprises. When children are chosen to work on some topic, 
the choosing of a child depends i~ no small measure upon his ~bility 
to contribute to the group being fprmed. 
It is interesting to note that in Buswell's study, children of 
low reading ability preferred to work with the .children of average 
ability, and those with average ability wanted to work with those 
children who had high reading capability, and the children with high 
reading ability tended to want to work with other children of similar 
ability. 
The teacher's responsibility with regard to social adjustment for 
the children with educational disabilities is clear. Every effort 
should be made to find enterprises in which the child can demonstrate 
other types of capability. The class community should be working 
together on topics of importance to all the children within the 
11 Buswell, Margaret, The Relationship Between the Social Structure of 
the Classroom and the Academic Success of the Pupils, Unpublished Ph. D. 
Thesis, University of Minnesota, pp.,S0-51, (1950), 
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class, whether they can read or calculate well-or not. Material 
should be designed which will allow the children to work together, 
and sill be adjusted to the educationallevel of each ohild. 
The teacher reports Brueckner, !/ should study the social 
structure of the children in the classroom. She should recognize that 
differences in achievement in the important learnings of reading, 
arithmetic, spelling, language usage, and the like are to be- expected. 
When a child is found to have an educational disability, a direct· 
attack should be made upon that disability and, in the meantime, the 
child must be made to feel com~cirtable within the classroom. He 
must be a participating member of the group with which he is associated 
for a large part of the day if he is to become socially adjusted. 
When the behavior adopted by a maladjusted child becomes un~ 
manageable, he is called a delinquent. However, some cases of mal-
adjustment referred to as delinquents are not actually in that 
category. Baker !/ believes that the reason teachers manifest so much 
emotion over discipline problems is that they are frequently felt to 
be a personal failure, in that the problem child reflects her ability 
and tears down the morale of her classroom. If she is confronted with 
a child who cannot conform because of a visual or auditory difficulty 
she has no such reaction. Many teachers even get a great deal of 
11 Brueckner, Op. cit., pp. 50. 
1:,/ Baker, Harry J., "The Education of Behavior Problem Children, 11 
Journal of Educational Sociology, Vol. 6, pp. 362, (February, 1933). 
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satisfaction from being able to help the physically handicapped child 
to make his adjustm~nt. 
As in the cases of other adjustment problems, it is difficult to 
tell exactly what the casual relationship is between behavior problems 
and educational disability. The fact that they are associated is quite 
apparent. 
1/ Fendrick and Bond - found that juvenile delinquents were, by and 
large, poor readers. Polmantier ~/ found evidence supporting the theory 
that failure to adapt inst~nction to the needs of those with 
achievement difficulties was a possible cause of juvenile·delinquency. 
Whatever the relationship, institutions for juvenile delinquents are 
finding it profitable to correct educational disability .through 
remedial training programs. 
The school, under way circumstance, must assume the responsibility 
for making a direct attack upon educat.ional. disability as a possible 
means of preventing emotional, social, and behavioral problems. 
3/ Daly - has given an excellent discuss~cm of the part that planned 
1/ Fendrick, Paul, and Guy L. Bond, "Delinquency and Reading." Pedagogi-
cal Sminary and Journal of Genetic Psychology, Vol. 48, .pp. 236-243, 
(March, 1936). 
11 Polmantier, Paul c., A Comparative Study of Reading Interests and 
Abilities of Delinquent and Non-Delinquent Boys, Unpub. Ph.D. Thesis, 
University of Minnesota, 1941. 
11 Daly, Francis J., Maladjustment and Delinquency: The Responsibility 
of Large Urban School Systems for Certain Aspects of Their Control, 
Unpub. Master's Thesis, Boston University;. School of Education, pp. 144-
146, (1943). 
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recreation can play in the prevention of delinquency, especially as 
applied to the Boston area. 
It would seem that there is con$iderable agreement on certain 
phases of early detection of maladjustment and delinquency. 
Authorities in this field seem to agree that it is entirely possible 
to detect deviations by means of certain characteristics, and symptoms 
in evidence in the classroom, such as petty stealing, cheating, lying, 
unnecessary tardiness, shyness, solitariness, over-aggressiveness, 
hyperactivity, and unpopularity with other children. 
In dealing with the adjustment of delinquents, Young 1:.1 sta~es that 
it is vital that we not ignore the importance of intellectual·capacity. 
Psychologists recognize well that mental dullness is an important 
factor not only in the misconduct of delinquents, but in their failure 
to undertake a course of refo~tion. I£ learning and the ability to 
adjust require a normal intellectual capacity, then we cannot neglect 
the importance of the intellectual functions. in dealing with the 
personality problems of delinquents. When a child lacks the capacity 
to acquire knowledge, he is then, always in danger of failure, and 
is likely to attempt adjustment in: some deviant or .ineffect.ive manner. 
Thus we see three of the problems of the unhappily adjusted 
children: 
(1) The relationship between emotional maladjustment and 
educational disability. 
(2) Social and personal maladjustment and its relation to 
learning difficulties 
(3) Behavior and delinquency problems as related to learning 
difficulties. 
11 Young, Op. cit., p. 636. 
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VII HYGIENE 
lf Barbour~~ is convinced that the heart of good guidance lies in the 
human relationships which exist in every classroom and in every 
school. Guidance is a matter in which every teacher, administrator, and 
supervisor participates daily. The foreward school systems 
are providing specialized servres to help teachers and administrators 
meet increasing problems of pupil adjustment. 
This does not consist of a passive waiting for problems. to become 
eviden~warns Strayer, 6/ or waiting for referrals after difficulties 
have arisen. It must be an actively planned process directed toward the 
end that no child shall suffer unnecessary maladjustment or failure to 
reach his highest potentialities of educational, physical, spiritual, 
or social growth through any failure actively ~o search out any factots 
in him or in his home or educational environment which may impede or 
obstruct such growth. 
Mental hygiene is not some~hing that must be considered to deal 
only with severely maladjusted people. There is a 1ong.range of "average", 
in which people suffer and struggle with minor adjustment problems of 
every type. 
According to Taft 11 early home experience is considered the most 
important factor, but is subject to alteration through school experience. 
Adjustment is a process, and a variable--never constant. 
1/ Barbour, Richmond, "The Organization of Guidance Service in a City 
School System", California Journal of Elementary Education, Vol. 14, 
p. 213' (May' 1946). 
61 Strayer, George D., Report of a Survey of Public Schools of Boston, Mass 
achusetts, City of Boston Printing Department, 1944, p. 529. 
~/ Taft, Jessie, "The Relation of the School to the Mental Hygiene of the 
Average Child," Mental Hygiene, (October 1923 ), Vol. 7, pp. 674-687. 
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Children entering first grade need to feel able to maintain 
themselves successfully in the school environment. From the start, 
the teacher must try to help the child gain insight into the real 
feelings and attitudes which cause his behavior - not just change the 
environment to fit the particular child's needs. 
. 1 l/ . f. d i bl. An exper1menta program - was set up 1n a 1rst gra e n a pu 1c 
school in Webster Groves, Missouri, from January to June, 1952. 
Each experimental session was divided into two parts: story telling by 
the children and dramatizations of these stories. It was found that good 
rapport, a feeling of acceptance, permissiveness, and use of reflection 
led the child to self understanding. The observations made showed 
growth and favorable changes in the children when allowed to learn 
in this situation. 
During the period when character education courses were common in 
Teachers' Colleges, Peyser!/ wrote that teachers and supervisors must 
comprehend the psychology of character formation. They should understand 
the "factors that enter into the causation of normal personality" and 
those that lead to conflict and maladjustment. 
1/ Rector, Bessie, M., "An Approach to Emotional Growth in the Class-
X:oom," Understanding the Child, Vol. 23, pp. 77-85, (June, 1954). 
ll Peyser, Op. cit., p. 8. 
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VIII CONCLUSION 
While a review of reaearch would seem to substantiate the hy-
pothesis, it is stated positively by St John!/ in his study of the 
relations between intelligence test performance and educational 
achievement in elementary grades. Results strongly suggest that scores 
in achie~ement are affected by adjustment. 
Hinkei~an 1/ found that the gene~al trend is for the more intelligent 
pupils to be the best-adjusted pupils and evidence such as this is of 
some value in the study of individual behavior. Hindelman also stated 
that it is obvious that high intelligence favors adjustment and that 
low intelligence obs1:ructs it, and that,problems of adjustmentare more 
acute with the so-called "high grade subnormals." 
At birth shows readiness to adjust himself to many situations, 
and as he grows flexibility and skill are developed.· Even the earliest 
responses to situations are complex, for a child adjusts.himself as 
a whole, and not one reflex or organ at a time. It is only after 
considerable experience that he becomes able to inhibit some responses 
voluntarily and to select others consciously in his reactions. But, 
as he gains his power and controls his actions, in order to achieve 
particular~sults, meanings multiply, and responsibility for adjust-
ments becomes significant, 
Intellectual adjustments of a child are more than responses to an 
11 St. John, Charles W., "Some Evidences of Effects of the Pupil's 
Classroom Adjustment Upon His Achievement Test Performance.", Journal 
of Educational Psychology, (October 1932), Vol. 23, pp. 489-504. 
2:..1 Hinkelman, Arthur E., ''Intellectual Level and Personality Adjustment," · 
Elementary School Journal, University of Chicago Press, Chicago, 
Vol. 5Z, ppl 31•35, (September 1951). 
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immediate and localized situation; they involve continuity and 
consistency, a systematic organization of conduct, about every 
enlarging objectives and outreaching purposes. 
There are individual modes of adjustment which need to be recog-
nized in every group. A teacher should not develop an unjust prejudice 
against a child merely because she does not like some peculiarity 
of manner. One needs to become well acquainted with various factors 
which contribute to a child's .abilities and the various forms in which 
these abilities are manifested. 
Children are bundles of energy 1 and their behavior or conduct at 
any given time is but an index of the satisfactions or dissatisfactions 
they find in a situation as they find it and can react to it. 
In the school situation the child must compete with others, measure 
his ideas and accomplishments with his peers, and win on his merits. 
It is unfortunate if he finds himself isolated because of some peculi-
arity of behavior due to lack of adjustment. If he cannot achieve what 
is expected of him he may develop undesirable social attributes. 
1/ 
According to Chave,- some maladjustments are inevitable tn,::the 
kind of world where children must grow up. Even a child with a good 
physical heritage, intelligent and cultured parents, and enriching 
environment has a host of problems. 
Adjustment of the individual to himself and society constitute a 
major problem today. AdjustmertX imp&ies fitting in, adapting to change 
and relating oneself appropriately to others. In considering a child's 
degree of adjustment, the extent 
Y Chave, Ernest J., Personality 
of Chicago Press, Chicago, 1937, 
to which his basic needs have been ful-
Development in Children, University 
""' . PP• 80-146. ~ 
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filled must be considered~ In addition to physical needs such as food, 
rest, and play, psychological components are equally tmportant. A 
child must develop a wholesome confidence in his own capacity to 
achieve. This does not imply that the child experiences no disappoint-
\ 
ments, but rather that. these feelings do not overwhelm him and prevent 
future adjustment in personal and social relationships. 
1/ 
Cochrane-·believes that a child who has had sufficient satis-
faction in an activity and support from teachers is capable of going 
on to something new without a persistent feeling of deprivation or 
unsatisfied longings for success. 
Education which is concerned with the adjustment of youth is 
designed to equip them to live democratically with satisfaction to 
themselves and profit to society. Basic to such education states 
?J 
Ahrens, et al., is a detailed and cumulative study of each pupil 
which will enable the teacher to plan appropriat learning activities. 
Such a program is concerned with: 
(1) Physical, moral, and mental health. 
(2) Present problems of youth. 
(3) The importance of personal 'satisfactions and achievement for 
each individual within the limits of his abilities. 
(4) The many patterns and various resources nequired for the 
individual. 
(5) The stimulation and motivation of each pupil to reach the 
maximum achievement of which he is capable. 
(6) Achieving desired outcomes in terms of character and 
behavior. 
(7) The inherent dignity of the human personality. 
Adjustment has become a key concept in our educational thinking. 
We believe that the child needs to have experiences which enable him to 
l/ Cochrane, Hor-tense s., "Emotional Aspects of Social Adjustments for 
the Child", ~ental Hygiene, vol. 32, pp. 586-595, (October 1948). 
2/ Ahrens, ' :;.M. R., and .G. R. Carlsen et al., Education for Life Adjust-
ment, Ed. Harl R. Douglass, Ronald Press Co., New York, 1950·, pp. 5-12. 
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solve the problems which arise as he grows in the ability to handle 
his own adjustment. 
We are no longer satisfied with the view that the child is a 
passive receptacle into which can be poured the knowledges and skills 
which an adult authority establishes as desirable. The teachers' role 
is to' guide the growth of the young. 
1/ 
Ahrens further holds that adjustments are not merely mental 
contents to be set aside for future use. They are the actual behavior 
responses which the child performs as he seeks successful) satisfying 
experiences. An adjustment of primary importance is' that to the social 
and personal requirements of the school situation. The child must 
sense his ewn importance as a constructive) contributing member of 
the group. 
Although many children experience thwartings and frustrations 
because of personal inadequacies and educational deficiencies, he must 
be taught a desirable way of responding to his obstacles to achievement. 
1:./ 
The present practice, reports Young, of ignoring the funda-
mental causes of school maladjustment and of treating classroom 
offenses rather than the conditions both in the .child and in the environ-
ment that give rise to the offenses, is inadequate. If modern studies 
of maladjustment are significant, they have shown the folly and the 
danger of ignoring the youngster's early maladjustments, whether in 
school or out. If case histories in psychiatry teach anything) they 
17 Ahrens) Op. cit. 
'1:.1 Young, Op. cit., p. 636. 
II 
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point to the stupidity a£ neglecting early signs of emotional distress. 
From psychology~ from psychiatry~ from sociology) from almost every 
I 
field concerned with the asocial and the anti-social adult comes the 
-1/ 
same warning: "Attend to the maladjusted. child.11 
' 
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CHAPTER II 
PLAN OF THE STUDY 
In organizing this study of the relationship between adjustment 
and achievement it was necessary to use. the most effective means to 
measure objectively the adjustment of the primary school child. The 
teacher's checklist as prepared in the Adjustment Inventory for 
1/ . 
Primary Grades by Brennan, et alo~ was used to determine the child's 
degree of adjustment. The Stanford Binet and Otis Quick Scoring Test, 
Form A were used to measure intelligence. 
The teacher's checklist follows through a complete day's program. 
Included in the checklist are items which would indicate the degree 
to which the child possessed ten desired qualities. In preparing the 
checklist, school situations were divided into three categories. 
According to Brennan, they are: 
y 
Formal situations which involve instruction by the 
teacher, such as 
Arithmetic 
Reading 
Language Arts 
Spelling 
Physical Education 
Writing 
Science 
Music 
Art 
Informal - pupil-teacher situations, with direct teacher 
supervisions, such as 
Outdoors 
Unsupervised play 
Coming to school 
~/ Brennan, Estelle, et al., An Adjustment Inventory for Primary Grades, 
Boston University, Unpublished thesis, 1956, pp. 22-24. 
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Indoors 
In the corridors 
Before school in the classroom 
Free time in the classroom 
Milk time 
Individual - situations in which a child is working 
independently, such as 
Speaking to the class 
Working alone · 
Attention 
Responsibility 
Work habits 
Reaction to visitors to the classroom 
Reaction to favorable or unfavorable criticism 
This approach indicated a need for a list of behavior 
patterns basic to the well-adjusted child. Such a list 
would establish a foundation upon which to build an 
objective measure. The following was compiled: 
Play-type activities 
Evidences of cooperation 
Evidences of courtesy 
Evidences of friendliness 
Evidences of responsibility 
Work habits in school 
Reaction to correction 
Reaction to the unexpected (e.g., fire drills) 
Child's attitude toward the teacher 
Evidences of independence 
Interest in books 
Interest in things around him 
Attention span 
Ethical standards 
Evidences of security 
Evidenc.es of poise 
Evidences of self-reliance 
Evidences of good sportsmanship 
Evidences of self-confidence 
Evidences of health habits 
Evidences of concentration 
Evidences of initiative 
Safety 
I 
64 
II 
I 
In observing these behavior patterns, it was noted 
that the underlying difference between the so-called 
'well-adjusted' child and the so-called 'poorly adjusted' 
child was the presence or absence of certain personal 
qualities. !t seemed advisable, therefore, to observe 
the child's behavior in view of these basic qualities. 
They are: 
1. Self-confidence 
2. Cooperation 
3. Self-reliance 
4. Concentration 
5. Responsibility 
6. Courtesy 
7. Initiative 
8. Friendliness 
9. Health 
10. Emotional stability 
There were eighty-six items in the checklist. These 
items were designated to measure adjustment only- not intelligence 
or achievement. Thus the type of item, which measured either 
intelligence or achievement was avoided. The following is an 
example of such an item: 
'Works to the level of his own capacity.' 
Items which were not related to the personal behavior of 
the child were also eliminated~ for example: 
I' 
I 
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'Remembers to bring his note when he has 
been absent. ' 
The same or similar items were used in different activities 
during the day since the day can be adjusted in one situation, 
but not necessarily in others. In each content area of the 
day's program such items as, 
'Listens and follows directions' 
'Works well with one other child' 
'Responds eagerly' 
'Works independently' 
were included to give insight into the particular adjustment 
!I 
in each area. 
The checklists were scored by ( ) a check which indicated a 
positive response. The omission of the check indicated a negative 
response or failure of the item to apply. The positive responses were 
totaled for a·possible score of 86. 
Reading 
( ) 1. Goes to his reading group quietly. (Co-operation) 
( ) 2. Handles materials carefully. · (Responsibility) 
( ) 3. Works well with one other child• (Friendliness) 
( ) 4. Works well in a pupil-teacher situation. (Responsibility) 
( ) 5. Asks questions when necessary. (Self-confidence) 
( ) 6. Is not tense. (Emotional Stability) 
( ) 7. Listens and follows directions. (Concentration) 
( ) 8. Is able to find page independently. (Self-confidence) 
( ) 9. Is not self-conscious when he reads aloud 
either to teacher, small group,or class. (Self-confidence) 
1/ Brennan, Op. cit. P• 26-27. 
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( ) 10. 
( ) 11. 
( ) 12. 
( ) 13. 
( ) 14. 
( ) 15. 
( ) 16. 
( ) 17. 
( ) 18. 
( ) 19. 
( ) 20. 
( ) 21. 
( ) 22. 
Does not sulk if he is not chosen. 
Can be corrected without resentment. 
Works well independently. 
Wants to improve his reading. 
Goes from one.assignment to the next 
without delay. 
Finished work on time. 
Listens in a learning situation. 
Keeps his place when others are reading. 
(Emotional Stability) 
(Emotional Stability) 
(Self-reliance) 
(Co-operation) 
Is not confused when t't-10 sets of directions 
(Self-reliance) 
.(Concentration) 
(Concentration) 
(Responsibility) 
are given. 
Responds eagerly. 
Does his work carefully. 
Attends to his own work even when 
groups are working near him. 
Corrects his errors.· · 
Other Language Arts 
(Concentration) 
(Emotional Stability) 
(Responsibility) 
several 
(Concentration) 
(Initiative) 
( ) 1. Partiopates in the conversation group 
without monopolizing it. (Courtesy) 
() 2. Is not tense when speaking with the group.(EmotiondStability) 
( ) 3. Handwriting is accurate. (Concentration) 
( ) 4. Lis tens to s t0ries and poe try. (Courtesy) 
( ) 5. Records all his new spelling words. (Co-operation) 
( ) · 6. Is responsible for studying them. (Initiative) 
Music 
( ) 1. Listens quietly to music. (Courtesy) ( ) 2. Has good posture. (Health) ( ) 3. Can and will sing along. (Sa£· confidence) ( ) 4. Will try to interpret music rhythmically. (Co-operation) ( ) 5. Is willing to try new ideas. (Emotional Stability) ( ) 6. Handles materials ·.carefully. (Responsibility) ( ) 7. Listens in learning situations. (Concentration) 
Before School 
( ) 1. Enters the school in an orderly manner. (Responsibility) 
( ) 2. Is on time. (Responsibility) 
( ) 3. Takes care of his clothes. (Self-reliance) 
( ) 4. Goes directly to his before-school work. (Co-operation) ( ) 5. Appears alert.·. (Health) 
( ) 6. Is ready to start school. (Co-operation) 
Health 
( ) 1. Has eaten a good breakfast. (Health) 
( ) 2. Is well groomed and clean. (Responsibility) 
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( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
3. 
4~ 5: 
( ) 1. 
( ) 2. 
( ) 3. 
( ) 4. 
( ) 5. 
( ) 6. 
( ) 7. 
( ) 8. 
( ) 9. 
( ) 10. 
( ) 111. 
( ) 12. 
Uses handkerchief when needed, 
Sits and stands well. 
(Health) 
(Responsibility) 
Keeps his hands away· from his face and mouth. (Health) 
Opening Exercises 
Is ·willing to conduct opening exercises. 
Is sincere. 
Willingly shares experiences with the 
children during "tel1ing time". 
Arithmetic 
Listens an~ follows directions. 
Goes to his·group quietly. 
Works well with one other child. 
Works well in pupil-teacher situation. 
Listens in a learning situat-ion. 
(Initiative) 
(Emotional Stability) 
(Self-confidence) 
(Concentration) 
· (Co-operation) 
(Friendliness) 
(Responsibility) 
(Concentration) 
(Self~confidence) 
(Respo~~ibility) 
(Emotional Stability) 
Asks questions if he fails to understand. 
Does his work carefully. 
Responds eagerly~ 
Goes from one assignment to the next 
without "delay •. 
Works independently'. 
Handles materials . carefully •. 
Is not confused when two sets of directions 
are given. 
(Self-reliance) 
(Self.;.reliance) 
(Responsibility) 
( ) 13. Finishes work on time. 
(Concentration) 
(Concentration) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
~ £!:_ Lunch Time 
1. Can leave room and go to lavatory without 
teacher ·superVision .• 
2. Is responsible for his own milk or lunch. 
3. Carries on quiet:conversation. 
4. Ke-eps self and surroundings clean. 
·Art 
(Responsibility) 
(Responsibility) 
(Courtesy) 
(Co-operation) 
1. Handles materials carefully. {Responsibility) 
2. Shares materials willingly. (Friendliness) 
3·. Is willing 'to try new ~edia. (Emotional Stability) 
4. Shows interest even if he has no talent.(Emotional Stability) 
5. Appreciates the work of others. (Courtesy ) 
6. Co-operates in group activities~ such 
as murals, etc. (Co-operation) 
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( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
( ) 
Physical Education 
1. Seems active and full of energy. 
2. Offers suggestions. 
3. Is a good sport. 
4. Follows the game leader. 
5. Takes his turn. 
6. Accepts defeat. 
Social Studies and Science 
1. Bring supplementary materials to class. 
2. Contributes ideas. 
3. Handles materials carefully. 
General ObserVations 
1. Behaves in a fire drill. 
2. l~eps his desk in order. 
3. Assumes classroom responsibilities. 
4. Does not tell tales. 
5. Is not overly aggressive. 
(Health) 
(Initiative) 
(Friendliness) 
(Co-operation) 
(Courtesy) 
~otional Stability) 
(Initiative) 
(Initiative) 
(Responsibility) 
(Co-operation) 
(Co-operation) 
(Initiative) 
(Courtesy) 
(Emotional Stability) 
All the teachers who participated directly in the study were 
experienced. Each administered the inventory to her own class. Since 
the total number of pupils taught by this group was insufficient for the 
study, pupils of teachers not working in the study were utilized. To 
insure uniformity of adminstration each of these teachers was presented 
with a letter of instructions for administration of the adjustment 
inventory checklist. The letter was composed by the members of the 
seminar group. 
A copy of the letter follows: 
"The P'!lt'pose of this study is to discover the relationship 
between a child•sschool.achievement and his classroom 
adjustment. 
The rating sheet covers all activities in a school day. 
Will you please check each child during one period in each 
area? Complete the class record by rating as follows: 
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2. 
Rate reading and.arithmetic according to 
group 1; 2> 3, etc .... 1 being the best 
reader. 
Rate penmanship, Language Arts, Music, Art, 
and Physical Education as good, average, and 
poor. 
Please return the classroom record sheet and the 
individual adjustment scal.e .u 
As a further aid to this study,. a rating sheet was used for each 
class of children. This sheet was attached to the letters of those 
teachers whose pupils were· studied, but who were not in the seminar group. 
A copy of the rating sheet follows: 
t 
~ Q) () 0.. C/.'1 
Grade ~ •o-1 ..-1 ~ ;j tit ~ ~ Q) 0 . ..., 
'1:l 00 Q) C/.'1 bO ~..-~ '1:l ~ ~ g tit C/.'1 tit~ <~ Names of ~ •o-1 ;j ~. () tit ~ ~ '1:l ~ bOk () •o-1 () ~Q) Pupils k X cY tit •o-1 g< -o-1 C/.'1 ;j t~t a 
-o-1 Q) ~ !d Q) C/.'1 ~ >,"'Cl ~ lXI Cl) H Po4 ~ ~ !d fr:<i ~ 
Each rating was converted to a numerical score. Good denotes a 
score of 1· Average denotes a score of ~; and poor denotes a score of 3. 
When there were more than three groups to a subject, the numbers were 
scaleq down into three groups. 
The number of checks in each subject area for each child in the 
study was totaled. All data for the rating and check sheets were 
statistically tabulated. 
Population 
Three city school systems, two town school systems and one private 
school were used. The group was extremely he~erogeneous, including 
I 
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children from low middle to upper socio economic communities. 
Number of Classes Number of Pupils 
Grade I 9 199 
Grade III 5 126 
Total number of pupils 325 
Table I shows the mean chronological and mental ages for the 
two groups. 
Grade 
1. 
3. 
A DESCRIPTION OF GROUPS ACCORDING TO 
MENTAL AGE AND CHRONOLOGICAL AGE 
Number 
199 
126 
Mean 
C.A. 
6-5 
8-6 
TABLE I 
S.D. 
2.3 
2.17 
Mean 
M~A. 
7 
9-8 
S.D. 
3.23 
3.05 
In each grade the children are of average chronological age for the 
grade, but the mental age is 7 to 14 months above grade level. The 
standard deviation of the mean chronological age is 2.3 in grade one 
and 2.17 in grade three. The standard deviation of the mean mental 
age is 3.23 in grade one and 3.05 in grade three. 
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CHAPTER III 
ANALYSIS OF DATA 
The data were analyzed by grades to discover: 
1. the comparison between achievment and total 
adjustment scores. 
2. The comparison between achievement in specific 
areas and adjustment. 
3. The relationship of adjustment to achievement 
in each area. 
4. The relationship of mental age and classroom 
adjustment. 
5. Comparison of classroom adjustment of boys 
and girls. 
6. Mean adjustment scores for each subject for total 
population. 
7. The percentage of perfect adjustment scores in 
each area. 
II 
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TABLE 2-A 
DESCRIPTION OF ACHIEVEMENT GROUPS ACCORDING 
TO CHRONOLOGICAL AGE ·AND MENTAL AGE 
FOR FIRST GRADE 
No. Group Mean S.D. Mean S.D. 
C. A. M. A. 
70 High 6.51 4.98 7.12 10.38 
89 Middle 6.37 4.17 7.15 8.10 
36 Low 6.42 5.12 6.59 10.50 
The highest achievement group of 70 children in first grade had a 
mean chronological age of 6.51 years with a standard deviation of4.98. 
Their mean mental age was 7.12 years with a standard deviation of 10.38. 
The middle achievement group of 89 children in first grade had a 
mean chronological age of 6.37 years with a standard deviation of 4.17. 
Their mean mental age was 7.15 years with a standard deviation of 8.10. 
Tha lowest achievement group of 36 children in first grade had a 
mean chronological age of 6.42 years with a standard deviation of 5.12. 
Their mean:·mental age was 6.59 with a standard deviation of 10.50 
TABLE 2-B 
DESCRIPTION OF ACHIEVEMENT GROUPS IN GRADE THREE 
No. Group Mean CA S.D. Mean MA S.D. 
50 High 8-5 yrs. 4.06 10.2 yrs. 11.19 
48 Middle 8-5 yrs. 3.78 9-6 yrs. 10.71 
28 Low 8-8 yrs. 4.53 9-1 yrs. 9.45 
The third grade children were divided into three achievement groups, 
~--~.-· ~.--------------~~~~ 
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with 50 in the high achievement group, 48 in the middle, and 28 in the 
low achievement group. The mean chronological age for the high group 
was 8-5 years, with a standard deviation of 4.06. For the middle group 
the mean chronological age was also 8·5 years, with a standard deviation 
of 3.78. The low group had a mean chronological age of 8-8 years with 
a standard deviation of 4.53. 
the mean mental age of the high group was 10.2 years, with a 
standard deviation of 11.19; for the middle group, the mean mental age 
was 9-6, with a standard deviation of 10.71. the mean mental age for 
the low group was 9.1 with a standard deviation of 9.45. 
Thus the data shows all groups to have a chronological age which 
is average for the grade, with mental ages which, while ranging widely, 
are all at or above the average for grade three. 
TABLE 3-A 
COMPARISON OF ADJUS'lMENT TO TOTAL 
ACHIEVEMENT IN GRADE ONE 
Total Achievement Mean SE of Critical 
Adjustment Group No. Mean S.D. SEM Diff. Diff. Ratio 
High 70 73.12 8.46 1.01 10.87 1.54 7.0 
Middle 89 62.34 11.10 1.17 
High 70 72.13 8.46 1.01 25.81 2.55 10.12 
Low 36 47.-31 14.07 2.34 
Middle ,. 89 62.34 11.10 1.17 15.03 2.61 5.72 
Low 36 47.31 14.07 2.34 
Reading High 70 18.95 3.66 .429 3.68 .642 5.74 
Middle 89 15.27 4.5 .477 
High 70 18.95 3.66 .429 8.76 .980 8.93 
Low 36 10.19 5.29 .882 
Middle 89 15.27 4.5 .477 5.08 1.00 5.08 
Low 36 10.19 5.29 .882 
I I I I II ,, 
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I! II-TABLE 3-A ·(continued) 
I Mean SE of Critical I' Achievement I 
,I GrouE No. Mean S.D. SEM Di££. Diff. Ratio 
Lang. Arts High 70 3.62. 1.18 ~143 .61 .54 1.13 
Middle 89 3.01 .924 .098 
High 70 3.62 1.18 .143 1.12 .209 5.31 
Low 36 2.50 .92 .153 
Middle 89 3.01 .924 .098 .51 .575 .886 
Low 36 2.50 .92 .153 
II 
Arithmetic High 70 11.30 2.14 .251 2.27 .409 5.55 
Middle 89 8.932 3.06 .324 
High 70 11.3 2.14 .251 5 .47 .570 9.59 
Low 36 5.83 3.07 .• 511 
Middle 89 8.932 3.06 .324 3.10 .604 5.12 
Low 36 5.83 3.07 .511 
Art High 70 5.57 .676 .084 .•34 .142 . 2.39 
Middle 89 4.23 1.09 .115 
High 70 5.57 .676 .084 1.30 .142 2.39 
Low 36~,- .4.27 1.9-4 .240 
Middle 89 5.23 1.08 .115 .96 .842 .102 
Low 36 4.27 1.44 .240 
Music High 70 6.41 1.108 .131 .92 .865 1.06 
Middle 89 5.49 1.77 .181 
High 70 6.41 1.108 .131 1.80 .380 4.73 
Low 36 4.61 2.03 .357 
Middle 89 5.49 1.77 .187 .88 .403 2.12 
Low 36 4.61 3.02 -.357 
Physical High 70 5.28 .926 .107 .32 .152 2.10 
Education Middle 89 4.96 1.03 .108 
ijigh 70 5.28 .926 .107 1.45 .236 6.14 
Low 36 3.83 1.26 .210 
Middle 89 4.96 1.03 .108 1.10 .236 4.68 
Low 36 3.86 1.26 .210 
This table indicates that in the area of total adjustment there 
was a highly significant difference between high and middle achievers. 
The difference between high and low achievers was extremely highly 
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significant. The middle and low achievers also had a high significant 
difference. The greatest differences were between high and low 
achievement groups, next greatest between middle and low, and least 
between high and middle achievement groups. 
In reading there was a statistically significant difference 
between the high and middle groups. There was a statistically signif-
icant difference between high and low groups and also between middle 
and low groups. While all differences were statistically significant, 
the greatest difference was between the high.and low achievement groups, 
next between the high and middle achievers and least between the middle 
and low groups. 
Language arts evidenced only one statistically significant 
difference; that one being between high and low achievers. While not 
statistically significant the highest_difference was between high 
and middle groups, the next between middle and low achievement groups. 
In aritlunetic; all the differences were statistically significant. 
A high difference was noted between high and :16w,·Achievement groups. 
The next highest difference was between high and middle groups and 
the next between middle and low achievement groups. 
Art evidenced only one statistically different group which was 
high and low achievers. While not significant, the next highest 
difference was between high and middle groups and next between middle 
and low achievers. 
In the area of ~sic, the only statistically significant 
diJference noted was between high and low ach'ievers ~ While not significant 
I 
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the next highest difference was between middle and low groups and next 
between high arid middle achievers. 
Physical Education evidenced two statistically significant 
differences. The highest difference was between high and low achievers 
and the next highest between middle and low groups. 
The lowest four scores were dropped thereby bringing the number 
from 199 to 194. 
Factor 
Total 
Adjustment 
TABLE 3-B 
COMPARISON OF ADJUSTMENT TO TOTAL ACHIEVEMENT 
MEASURED BY GROUP PLACEMENT IN GRADE III 
Group No. 
High 30 
Middle 48 
Standard 
Mean Deviation 
74.54 8.14 
63.63 12.87 
30 74.54 8.14 
Standard 
Error of Mean S.E. of 
Mean Diff • Diff. 
1.15 
1.85 10.91 2.18 
C.R. 
5.04 
High 
Low 28 52 13.20 
1.15 
2.49 22.54 2.744 8.21 
Reading 
Language 
Middle 48 
Low 28 
High 50 
Middle 48 
63.63 
52 
19.75 
16.58 
12.87 
13.20 
2.7 
3.9 
High 
Low 
50 19.75 2.7 
28 11.57 4.907 
Middle 48 
Low 
High 
Middle 
28 
50 
48 
16.58 
11.57 
5.00 
4.3 
3.9 
4.907 
1.22 
1.27 
High 
Low 
50 5.00 1.22 
28 3.5 1.19 
Middle 48 
Low 28 
4.3 
3.5 
1.27 
1.19 
Arithmetic High 
Middle 
50 
48 
n.ss 
9.29 
1.82 
2.84 
1.85 
2.49 
.381 
.56 
.381 
.928 
.56 
.928 
.173 
.183 
.173 
.225 
.183 
.225 
-'i,~57" 
.410 
11.63 3.10 3.43 
3.17 .676 4.689 
8.18 1.003 8.155 
5.01 1.085 4.618 
.70 .249 2.81 
1.5 .285 5.26 
.8 .290 2.75 
.484 4.669 
77 
lj 
!I 
I 
78 
!ABLE 3-B (continued) 
Factor Group No. Mean Standard Standard Mean S.E. of C.R. 
Dev:ia tion Error of Diff. Diff. 
Mean 
Arithmetic High 50 11.55 1.82 .257 
Low 28 6.28 2.74 .537 5.27 .595 8.85 
Middle 48 9.29 2.84 AlO 
Low 28 6.28 2.74 .537 3.01 .675 4.46 
Art High 50 5.24 1.14 .147 
Middle 48 4.77 1.46 .211 .47 .26 1.81 
High 50 5.24 1.14 .147 
Low 28 4.18 1.14 .266 1.06 .304 3.48 
Middle 48 4~77 1.46 .211 
Low 28 4.178 1.4 .266 .592 .116 4.14 
Music High 50 5.88 1.36 .19 
Middle 48 4.28 1.6 .231 1.60 .299 5.68 
I 
High 50 5.88 1.36 .19 
Low 48 3.89 1.63 .• 308 . 1.99 .361 5.51 
I 
I 
Middle 48 4.28 1.6 .231 
Low 28 3.89 1.63 .308 .39 .384 1.01 
Physical High 50 5.12 1.2 .017 .683 .218 3.133 I 
I Education Middle 48 4.37 1.51 .218 
1 High 50 5.12 1.2 .017 
I Low 28 4.678 1.295 .• 245 .442 -246 1.79 
Middle 48 4.437 1.51 ·218 
Low 28 4.678 1.295 .245 .241 .328 -.73 
Table 3-B shows the mean adjustment scores of each group in 
each of the subject areas, and compares the performance of each group 
to the other. 
The comparison of total adjustment scores shows that there are 
statistically significant differences between the adjustment scores of 
each group. The greatest difference found in total adjustment was 
between the high and low achievement groups. This is shown by the 
critical ratio of 5.04 between high and middle groups, 8.21 
.I \, 
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between the high and low groups, and 3.43 between the middle and 
low groups. 
The data on reading shows there to be a critical ratio of 4.69 
between high and middle gro~p, 8.85 between hig~ and low groups and 
4.46 between middle and low groups. These ratios show there to be a 
significant difference between high, middle and low achievers in 
their adjustment to reading. 
The data on adjustment in language arts shows that the critical 
ratio between high and middle groups is 2.81, which is not statistically 
significant. Between the high and low groups there is a difference 
of 5.26, and between the middle and low groups a ratio of 2.75. Thus 
the only significant critical ratio in language arts occurs between 
the high and low achievement groups. 
The data comparing the adjustment scores in arithmetic shows there 
to be a critical ratio of 4.669 between high and middle achievement 
groups, a ratio of 8.85 between high and low achievement groups, 
and 4.46 between middle and low achievement groups. There£ore, the 
critical ratios show there to be significant differences between each 
of the achievement groups in arithmetic. 
The data comparing adjustment in art shows there to be a critical 
ratio of 1.81 between the high and middle groups. This is not 
statistically significant. However, between the high and low groups, 
where the ratio is 3.48 and between the low and middle groups where the 
ratio is 4.14 there are significant differences in art adjustment scores. 
In the area of music nhe analyzed data show that the critical 
d II li 
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ratios of 5.68 between high and middle groups, and of 5.51 between 
high and low groups are significant. The ratio of 1.01 between middle 
and low achievement groups is no.t an indication of significant 
differences. 
In.physical education the datashows there to be a significant 
difference between the mean adjustment scores of the high and middle 
achievement groups, where the critical ratio is 3.133. However, 
between the high and low groups the ratio is only 1.79, which indicates 
that the mean difference is not significant,, while between the low 
and middle groups, the mean of the low group is higher than that of the 
middle group, and the critical ratio of .73 shows that this is not a 
significant mean difference. 
TABLE 4-A 
RELATION OF ADJUS'lMENT TO ACHIEVEMENT 
IN THE SIX SPECIFIC SUBJECT AREAS 
FOR GRADE I 
Factor No. r. 
Art. 199 .380 
Physical Education 199 .430 
Language Arts 199 .467 
Music 199 .202 
Arithmetic 199 .407 
Reading 199 .509 
SEr 
.061 
.058 
.055 
.068 
.059. 
.052 
All correlations were computed by the Pearson Product Moment 
formula. 
All the correlat~ons were low and positive.. The lowest was music 
with an r of .202 and a standard error of .068. Art was next with an 
r of .380 and a standard error of.061. Next came arithmetic with an 
-~-------------- -------
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r of .407 and a standard error of .059. Physical education was next 
with an r of • .430 and a standard error of .058. Language arts followed 
with an r of .467 and a standard error of .055. Reading was the highest 
with an r of.509 and a standard error of ,052. 
TABLE 4-B 
RELATION OF ADJUS'IMENT TO ACHIEVEMENT IN· '!'HE SIX 
No. 
126 
126 
126 
126 
126 
126 
SPECIFIC SUBJECT AREAS. GRADE III 
Factor 
Reading 
Arithmetic 
Lang.Arts. 
Music 
Art 
Phys. Ed. 
Correlation 
.598 
.618 
.264 
.664 
.316 
.203 
SE of r 
.058 
.055 
.083 
.049 
.080 
All correlations were computed ey·:t:he Pearson Product Moment 
formula. 
The adjustment scores of each pupil were correlated with his 
achievement group on an individual basis for each subject area. The 
resulting correlations were all low and positive. The highest 
correlation, .664, was in the area.of music. Other correlations of 
some height were in arithmetic, .618, and reading, .598. The language 
arts correlation of .264, art, .316, and physical education, .203, 
showed the poorest relationship between achievement and adjustment 
when measured on a direct and individual basis. 
TABLE 5-A 
RELATION OF MENTAL AGE AND 
TOTAL CLASSROOM ADJUS'lMENT FOR GRADE I 
No. r SEr 
199 .312 .063 
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·This table indicates that there was a low positive correlation 
between mental age and total classroom adjustment for Grade I~ 
TABLE 5-B · 
·RELATION OF MENTAL AGE AND TOTAL ·CLASSROOM .ADJUS'l'MENT 
No. Factor 
Mental 
126 Age 
FOR THIRD GRADE CHILDREN 
Correlation 
.317 
S.E. of r 
.o8o 
The mental age of each child was related to his total adjustment 
score. The resulting correlation was .317 which indicates that there is 
a low> but positive relationship between mental age and school 
adjust:m:entt. 
No. 
ooy~ 102 
Girls 97 
TABLE 6-A 
COMPARISON OF ADJUS'l'MENT SCORES 
FOR BOYS AND GIRLS IN GRADE I 
Mean S.D. SEm ~!!!,_~ of 
-60.85 15.17 1.50 3.92 
64.77 13a5 1.30 
S.E_;,_,of 
DiiJ:". 
1.99 
C.R. 
1.96 
The total adjustment scores for 97 first grade girls ranged from 
86 to 20 out of a possible score of 86. The mean was 64.77 with a 
standard deviation of 13.75. The standard error of the mean was 1.30. 
The total adjustment scores for 102 first grade boys ranged 
from 86 to 12, out of a possible 86 points. The mean was 60.85 with 
a standard deviation of 15.17. The standard error of the mean was 1.50. 
The difference in the memswas 3.92 and the standard error of the 
difference was 1.99. The critical ratio is 1.96. 
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The data indicates that the difference between.girls and·boys 
scores, while showing the girls to be -slightly better adjusted than 
the boys, is not statistically significant. 
TABLE 6-B 
COMPARISON OF SEX DIFFERENCE AND TOTAL ADJUS'IMENT 
IN GRADE III 
Mean S.E. 
No. Mean S.D. SEm. Diff Diff. C.R. 
Boys 62 64.53 14.58 1.86 1.31 2.57 .509 
Girls 64 65.84 14.19 ·1.77 
An analysis of the data which compares the differences in the 
adjustment scores between boys and girls·for the third grade shows 
them to be very closely related. In the study, data was analyzed 
on 62 boys and 64 girls. The range of scores for boys was from 15 to 86, 
with a mean score of 64.53. The standard deviation was 14.58. The 
. . . . 
girls scores ranged from 29 to 86; with a mean score of 65.85. The 
standard deviation was 14.19. The mean difference for boys and girls 
is 1.31, and the critical ratio of .509 shows there to be no 
significant difference between boys and girls adjustment scores. 
TABLE 7-A 
MEANS OF ADJUS'IMENT IN THE SIX 
SUBJECT AREAS FOR GRADE I 
Subject Mean S.D. SE of mean 
Physical Education 4.88 1.79 .128 
Art 5.16 1.94 .137 
Music 5.63 2.06 .146 
Language Arts 3.05 1.14 .081 
Arithm.etic 9.03 1.09 .on 
Reading 15.18 5.46 .. 387 
N=l99 
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This table indicates the means of adjustment in the six· ~ubject 
areas. The mean for physical education was 4.88 and the range was 
from a low of zero to the highest possible score of 6. The standard 
deviation was 1.79 and the standard error of the mean was .128. 
The mean for.:.-art was 5.16 with a standard deviation of 1.94 and a 
standard error of the mean of .137. The scores ranged from a low of 
zero to the highest possible number of points, which was 6 .• 
The mean for music was 5.63 with a standard deviation ef 2.06 and 
a standard error of the mean at .146. The scores ranged from zero 
to the highest possible number of points which was 7._ 
The mean for language arts was 3.05 with a standard deviation of 
1.14 and a standard error of the mean.of .081. The scores ranged 
from a low of zero to the highest possible number of points which was 6. 
The mean for arithmetic was 9.03 with a standard deviation of 
1.09 and a stan~ard error of the mean of .077. The scores ranged 
from zero to the highest possible number of points which was 13. 
The mean for reading was 15.18 with a standard deviation of 5.46 
and a standard error of the mean of .387. The scores ranged from 
zero to the highest possible number o£ points which was 22. 
I' 
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TABLE 7-B 
MEAN ADJUSlMENT SCORES IN THE SIX SUBJECT 
AREAS FOR GRADE III 
No. Mean S.D. S.E. Mean 
Reading (22) 126 16.56 4.72 .137 
Arithmetic (13) 126 9.516 3.16 .089 
Lang. Arts (6) 126 4.428 1.35 .0347 
Music {7) 126 4.63 1.64 .053 
Art (6) 126 4.825 1.39 .0392 
Phlsical.Education {62 126 4.833 1.35 .037 
Table 7-B shows the means scores and their deviations for each 
of the :six subject areas on the adjusbnent scale. The mean score 
in reading is 16.56, out of a possible score of 22. The standard 
CoP-.( . 
deviation is 4.72. Arithmetic mean socre is 9.516, out of a possible 
score of 13, with a standard deviation of 3.16. The mean adjusbnent 
score for language arts was 4.428 out of a possible score of.6. The 
. 
( 
standard deviation is 1.35. The mean score in music is 4.63, out of a 
possible score of 7. The standard deviation is 1.64. The mean score 
in art is 4.825, out of a possible score of 6, with a standard 
deviation of 1.39. In physical education the mean adjustment score 
·is 4.833 out of a possible score of 6. The standard deviation is 1.35. 
TABLE 8-A 
PERCENTAGE OF PERFECT SCORES AND PROBABLE ERROR 
OF THE PERCENTAGES OF PERFECT SCORES 
FOR GRADE I 
Subject % Perfect S.E. Sq. of S.E. Sq. 
-Physical Education 40.70 3.5 12 .. 25 .00122 
Art 52.75 3.6 12.96 .00129 
Music 49.25 3.6 12.96 .00129 
Language Arts 6 .. 53 1.7 2.89 
Arithmetic 14.07 2.5 6.25 .000625 
Reading 12.06 2.3 5.29 .000529 
·' ,, 
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This table indicates that the subject which had the highest 
percent of perfect scores was art. The standard error of the percent 
was 3.6~ the square of the.standard error was 12.96 and the square 
was .00129. 
The next highest percent of perfect scores was music, in which 
49.25 percent achieved perfect scores. The standard error of the 
percent was 3.6, the square of the standard error was 12.96 and th.e 
square was .00129. 
Physical education, with 40.70 percent of perfect scores was the 
next highest. The standard error of the percent was 3.5, and the square 
of the standard error was 12.25 and the square was .00122. 
The next highest percent of perfect scores was arithmetic, in 
which 14.07%achieved perfect scores. The standard error of the 
percent was 2.5, the square of the standard error was 6.25 and the 
square was .000625. 
Reading, with 12.06 percent of perfect scores was next highest. 
The standard error of the percent was 2.3, the square of the 
standard error was 5.29 and the square was ~000529. 
Lowest in percent of perfect scores was language arts with 6.53J 
percent perfect scores. The standard error of the percent was 1.7, the 
square of the standard error was 2.89 and the square was negligible. 
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TABLE 8-B 
PERCENTAGE OF PERVECT SCORES AND PROBABLE 
ERROR OF THE PERCENTAGES OF PERFECT 
SCORES FOR GRADE III 
Subject % Perfect s.E. Sq. of s.E. SQ. 
Reading 17.46 3.4 11.56 .001156 
Arithmetic 23.80 3.8 14.44 .001444 
Language Al;ts 26.197 3.9 15.21 .001521 
Music 11.89 2.8 7.84 .000784 
Art 46.82 4.5 20.25 .002025 
Physical Education 43.65 4.4 19.36 .001936 
This table indicatee that the subject which has the highest 
percentage of perfect scores was art. This percentage of 46.82 has a 
standard error of 4.5 with a square of 20.25, and .002025. The next 
highest percent of perfect scores is physical education, with a percent 
of 43.65, and a standard errorof 4.4. Language arts haS a percent of 
perfect scores of 26.197, with a standard error or 3.9, and a square 
of standard error of 15 .21. 
Arithmetic has a percent of perfect scqres of 23.80, with a 
standard error of 3.8. The square of the standard error was 14.44. 
The percentage of perfect adjustment in reading is 17.46, with 
a standard error or 3.4. The square of the standard error is 11.56, 
with a square root of .001156. The subject in which the percentage of 
perfect scores is lowest, music, has a percent of 11.89, with a standard 
error of 2.8, a square of standard error of 7.84, and a square of 
.000784. 
!i 
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CHAl'TER IV 
SUMMARY AND CONCLUSIONS 
The puprose of the study was to discover the relationships of 
adjustment and school achievement. 199 children in grade one and 
126 in grade three 1-1ere included in the study. The adjustment ratings 
were made by the classroom teachers and achievement was based on 
group placement within the classrooms. 
The·following conclusions may be drawn: 
1. There appears to be a relationship between 
achievement and adjustment. 
a. The total mean adjustment score for the 
high group in grade one was 73.12 
compared with 62.34 for the middle group, 
and with 47.31 for the low group. Both 
differences were statistically significant. 
b. The mean score for the middle group in grade 
on·e was 62.34 compared with 47 • 31 for the 
low group, another significant difference. 
c. The total mean adjustment score for the 
high group in grade three was 74.54 
compared with 63.63 for the middle group, 
and with 52 • 00 for the low group • !Both 
differences were statistically significant. 
'l 
I 
,! 
88 
I /' 
I 89 
d. the mean score for the middle group in 
grade three was 63.63 compared with 
52.00 for the low group) another 
significant difference. 
2. No statistically significant relationship was 
discovered between achievement and adjustment, 
when the data was analyzed according to the 
specific s~bject areas in contrast to the 
results noted when adjustment was co~pared 
to the overall achievement. 
3. There appears to be little relationship between 
mental age and adjustment. Both correlations 
were low and positive. 
4. The girls had slightly higher total adjustment 
scores. The children in grade three were more 
alike than those in grade one. 
5. The adjustment by areas showed reading and 
arithmetic to be more closely related than 
the other subjects. 
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